Seton Hall University

eRepository @ Seton Hall
Seton Hall University Dissertations and Theses
(ETDs)

Seton Hall University Dissertations and Theses

Fall 10-31-2022

Examining the Link Between Professional Learning Communities
and Teacher Burnout
Sabrina Caminero
sabrina.caminero@student.shu.edu

Follow this and additional works at: https://scholarship.shu.edu/dissertations
Part of the Education Commons

Recommended Citation
Caminero, Sabrina, "Examining the Link Between Professional Learning Communities and Teacher
Burnout" (2022). Seton Hall University Dissertations and Theses (ETDs). 3050.
https://scholarship.shu.edu/dissertations/3050

Examining the Relationship Between Professional Learning
Communities and Teacher Burnout
by
Sabrina Caminero

A dissertation submitted in partial fulfillment of the requirements for the degree
Doctor of Education
Department of Education Leadership Management and Policy
Seton Hall University

December 2022

© 2022 Sabrina Caminero

i

COLLEGE OF EDUCATION & HUMAN SERVICES
DEPARTMENT OF EDUCATION LEADERSHIP MANAGEMENT & POLICY

APPROVAL FOR SUCCESSFUL DEFENSE
Sabrina Caminero has successfully defended and made the required
modifications to the text of the doctoral dissertation for the Ed.D. during this Fall
Semester.
DISSERTATION COMMITTEE

Dr. Jason Burns_____________________________________10/31/2022______

Dr. Kimberly Higdon, Ph.D__________________________ __10/31/2022______

Dr. Manuel Gonzalez______________________________ __10/31/2022______

ii

ABSTRACT
Public school teachers daily face high job stress, which puts them at an increased risk of
experiencing burnout. Given the negative implications associated with burnout and the lack of
research examining burnout and professional learning communities, this study explores the
relationship between teacher participation in professional learning communities and burnout. I
examine the relationship between professional learning communities and burnout and whether
this relationship is sensitive to demographic controls. I used Quantitative methods to measure the
relationship between professional learning communities and burnout using dimension reduction,
simple regression analysis, multiple regression analysis, and pairwise correlations. I collected
survey data from 272 teachers across New York State using a demographic questionnaire, 2020–
2021 National Teacher and Principal Survey, Professional Learning Communities Assessment
Revised (PLCA-R), and the Maslach Burnout Inventory – Educators Survey (MBI-ES; Maslach
& Leiter, 1981).

Keywords: burnout, professional learning communities, collaboration, educator, job resources,
job burnout
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CHAPTER 1: INTRODUCTION
Background of the Problem
The purpose of schooling is to provide high-quality education to all students. To do so,
they must employ individuals that are prepared and competent to serve as teachers (Guarino et
al., 2006). Not only are teachers responsible for the academic learning of all students in their
classroom, but they also play a substantial role in the social-emotional development of the
students they serve. Evidence shows that teachers are the most significant in-school factor related
to student outcomes (Arronson et al., 2007). Therefore, improving teacher quality can
significantly impact student learning and achievement (Chetty et al., 2014). Given the
importance of teachers on students’ academic success, leaders need to understand how to recruit,
develop, and retain skillful teachers.
The tremendous impact that teachers have on student outcomes, coupled with growing
concerns of teacher shortages, have raised concerns over teacher turnover and attrition
(Goldhaber et al., 2010). Evidence suggests that independent of teaching ability, many teachers
are at risk of leaving their current teaching job (Guarino et al., 2006; Goldhaber et al., 2010).
According to the National Center for Education Statistics, roughly 8% of teachers leave their
current position for another teaching job and another 8% leave the profession altogether
(National Center for Education Statistics, 2014). This equates to an average loss of three teachers
for every 20. This does not consider high-needs urban districts, such as Philadelphia, where the
turnover rate is even higher (National Center for Education Statistics, 2020). A recent study
examining the turnover rates of teachers in the Philadelphia school district from 2010–2017
found that each year an average of 20% of teachers left changed schools and 8% left the district
altogether (National Center of Education Statistics, 2020). Given that effective teachers play a
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critical role in advancing student outcomes, it is imperative to understand factors that contribute
to job turnover and retention.
One factor associated with teacher attrition is that many teachers experience burnout in
their career, which can lead to low job satisfaction, disengagement, and job turnover (Burke &
Greenglass, 1995; Chang, 2009; Grayson & Alvarez, 2008; Skaalvik & Skaalvik, 2016).
Individuals who experience burnout are more likely to develop negative attitudes towards their
jobs and leave the profession (Burke & Greenglass, 1995; Chang, 2009). Although there is no
universal definition of burnout, for the purpose of this study, I examine burnout in terms of three
dimensions: emotional exhaustion, depersonalization, and reduced personal accomplishment
(Maslach & Jackson, 1981). Emotional exhaustion occurs as a result of prolonged stress related
to the work environment (Chang, 2009; Maslach & Leiter, 2008). Depersonalization refers to a
sense of indifference in the workplace, characterized by interacting with colleagues impersonally
(Maslach & Jackson, 1981). The final dimension, reduced personal accomplishment, is
characterized by the feeling of being unable to perform job duties well (Maslach & & Jackson,
1981). Although all three dimensions represent different dimensions of burnout, together they
provide an accurate depiction of an individual’s level of burnout (Maslach & Leiter, 2008). Since
burnout primarily originates in the workplace because of job stress, it is important to look at
organizational factors related to teacher burnout (Chang, 2009).
Teacher burnout can have negative effects on student learning and achievement in the
classroom (Chang, 2009; Rumschlag, 2017). Although teachers experiencing burnout are more
likely to leave the profession, the effects of burnout tend to permeate in the classroom,
negatively impacting student outcomes (Skaalvik & Skaalvik, 2008; Chang, 2009). For example,
teachers experiencing burnout are less involved in lesson planning, withdraw from work tasks,
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and develop strained teacher-student relationships (Skaalvik & Skaalvik, 2008). As a result, they
are less involved in the learning process and are more likely to experience classroom
management problems regarding student learning and behavior, all characteristics associated
with ineffective teaching practices (Chang, 2009; Rumschlag, 2017). The implications associated
with burnout call for a focus to examine factors that mitigate burnout and promote effective
teaching practices.
Teachers who can cope with job stress demonstrate increased levels of job satisfaction
and lower levels of burnout (Skaalvik & Skaalvik, 2011). Teachers who report high levels of job
stress can mitigate stress through proactive strategies such as problem solving, seeking support
from colleagues, and collaborating with colleagues (Pietainen et al., 2013; Skaalvik & Skaalvik,
2011). Teachers given a high degree of autonomy report positive relationships with colleagues
and those receiving supervisory support have also reported lower levels of burnout (Skaalvik &
Skaalvik, 2009). Many characteristics associated with lower levels of burnout, including
supervisory support, autonomy, and positive collegial relationships are key characteristics
associated with successful professional learning communities.
Professional Learning Communities (PLCs) are communities that support the continual
growth and development of all professionals in the school community with the primary objective
of enhancing student learning (Dufour & Eaker, 1998). Professional Learning Communities is
defined as a community with the capacity to support the continual development of all individuals
in the building and is intentionally used to describe the job-embedded learning that takes place
within schools (Bolam et al., 2005). Much of the work surrounding professional learning
communities (PLCs) centers around ensuring that students learn, establishing a collaborative
culture and a focus on results and student achievement. The foundation of professional learning
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communities rests on the collaborative culture of its professionals, where teachers work together
to enhance their professional practice and maximize student learning and performance (Hord,
1997). By participating in continuous job-embedded learning experiences, teachers develop
resources that help them meet the daily demands of the teaching profession.
While there is no direct link between burnout and professional learning communities, the
job-demands resource model provides a framework that explains the link between teacher
involvement in professional learning communities and their subsequent feelings of burnout.
According to the job-demands resources model, burnout occurs as a result of job demands
exceeding the resources that individuals have to meet the requirements of the job (Demerouti et
al., 2001). Therefore, providing teachers with adequate job resources can buffer the demands of
the profession (Demerouti et al., 2001; Hu et al., 2011). Researchers identified many job
resources among educators linked to lower levels of burnout, including collaboration among
colleagues and positive relationships with colleagues (Skaalvik & Skaalvik, 2016). Given that
these are also characteristics of PLCs, school-level PLCs may provide resources to teachers that
could alleviate the effects of burnout.
Statement of the Problem
Due to the demands of the teaching profession, some of which include high workloads,
student misbehaviors, and job evaluation processes, teachers experience a high level of job stress
on a daily basis (Madigan & Kim, 2021). The job demands and stress that teachers face daily
puts them at an increased risk for job burnout (Bakker et al., 2005; Demerouti et al. 2001). The
negative implications associated with burnout suggest a need to explore how burnout manifests
throughout an individual’s career and how educator resources could counter the effects of
burnout.
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Given the negative effects of teacher burnout, researchers have sought to understand
factors that have the potential to influence and mitigate burnout. As a result of decades of
research, several organizational factors have been associated with lower levels of burnout
(Bakker et al., 2005). Among the most prominent factors include a strong sense of community
and collaboration in the workplace (Bakker et al., 2005). Individuals with opportunities to
collaborate with colleagues and develop positive social relationships with peers are likely to
report higher levels of engagement and lower levels of burnout (Maslach & Leiter, 2008).
Collaboration is enhanced through collegial support and increased levels of self-efficacy among
educators. Given that many factors that mitigate burnout are important components of effective
PLCs, participation in PLCs could counter the effects of burnout.
Collaboration rests at the core of professional learning communities. When successfully
implemented, professional learning communities provide an environment where teachers can
work collaboratively to increase their professional capacity (Dufour & Eaker, 1998). The focus
that professional learning communities place on collaboration among teachers, if implemented
well, provides job-embedded learning opportunities and social support systems to teachers in the
learning organization, all of which are factors associated with lower levels of burnout. Due to the
lack of research exploring the link between PLCs and burnout, there is a need to explore the
relationship between teacher participation in professional learning communities and level of
burnout.
Purpose of the Study
The purpose of this study is to investigate the relationship between teacher burnout and
level of participation in professional learning communities and identify whether elements of
PLCs provide resources to educators that could counter the effects of burnout. Previous research
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suggests similarities between factors associated with successful PLCs and lower levels of
reported burnout, which include a strong sense of community, collaboration among colleagues,
and increased social support (Chang, 2009; Maslach & Leiter, 2008). Successful PLCs provide
time for teachers to meet with colleagues and grant teachers greater autonomy in the classroom,
factors associated with low levels of burnout (Skaalvik & Skaalvik, 2016). Given that burnout is
less likely to occur when job resources exceed job demands, this study seeks to understand
whether elements of PLCs provide resources to educators that could counter the effects of
burnout.
Although previous research links certain characteristics of professional learning
communities and burnout, no research has explored the relationship between teacher level of
participation in PLCs and reported level of burnout. This study will explore whether there is a
relationship between teacher participation in PLCs and reported levels of burnout, whether
specific areas of PLCs are more strongly correlated to lower levels of burnout among teachers
and whether these relationships are sensitive to the inclusion of demographic controls.
Research Questions
The following research questions guide this study:
RQ1: Is there a relationship between teachers' perceptions of professional learning
communities and teacher burnout?
RQ2: Are there differences in teacher’s reported levels of burnout based on their
experiences with specific dimensions of professional learning communities?
RQ3: Is there a relationship between specific dimensions of professional learning
communities and burnout when controlling for demographic factors and workplace
characteristics?
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Significance of Study
If schools aim to retain a field of successful teachers, they must understand the factors
related to job burnout. The purpose of this study is to examine factors in professional learning
communities that have the potential to mitigate burnout among educators. Previous research
suggests that organizational factors associated with lower levels of burnout serve as indicators of
effective professional learning communities. These shared characteristics, which include shared
leadership and collaboration, suggest a relationship between participation in PLCs and burnout.
Most of the literature includes personal, individual, and organizational factors associated with
burnout but fails to directly link participation in PLCs to job burnout among educators.
Therefore, more research is needed to understand the organizational resources that could mitigate
feelings of burnout among educators. This study is relevant given the substantial financial and
educational implications surrounding teacher burnout
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CHAPTER 2: LITERATURE REVIEW
The purpose of this study is to examine the relationship between professional learning
communities and burnout. Given that limited literature examines the relationship between PLCs
and career burnout, this literature review examines the two constructs related to this topic. This
literature review incorporates the job-demands resource model as the overarching framework
connecting burnout and PLCs. This review provides an overview of burnout theory, looks at
factors influencing job burnout, and also considers potential factors that mitigate burnout among
educators. Additionally, this review incorporates the theory of action that underlies professional
learning communities, including the potential benefits of establishing PLCs. Through the lens of
the job-demands resource model, I argue that there are inherent qualities in successful
professional learning communities that serve as resources to educators and have the potential to
mitigate burnout among employees.
Burnout Theory
Although burnout's definition does not have universal consensus, the term represents “a
response to the chronic emotional strain of dealing with others in need” (Byrne, 1994, p. 643).
Maslach et al. (2001) expanded on this definition, describing it as a “psychological syndrome in
response to chronic interpersonal stressors on the job” (p. 399). Researchers further elaborated
on burnout to include three dimensions: emotional exhaustion, depersonalization, and reduced
personal accomplishment (Maslach & Jackson, 1981). In summary, burnout is a response to
prolonged stress that results in diminished performance personally and professionally.
The term burnout, originally coined by Freudenberger (1974), described the state of
exhaustion resulting from overexertion in the workplace. According to Freudenberger (1974),
burnout manifests through feelings of exhaustion and fatigue and occurs as a result of strained
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workplace relationships and demands. While the degree of burnout varies from person to person,
Freudenberger identifies those dedicated and committed to the profession as more prone to
experiencing burnout (Freudenberger, 1974). While individuals in any profession can experience
burnout, it most likely impacts the professionals most organizations would like to attract and
retain. The term has evolved from focusing primarily on the psychological and physical burnout
experiences of those in the healthcare profession to those working in the human service
profession, which includes psychologists, case workers, and teachers (Byrne, 1994;
Freudenberger, 1974). Indeed, educators are at a high risk of burnout.
In 1976, Christina Maslach studied burnout through interviews with healthcare workers,
including nurses and doctors, to understand the mechanisms they utilized to cope with workrelated stress. Maslach developed the Maslach Burnout Inventory (MBI) as a tool to measure job
burnout (Maslach & Jackson, 1981). The Maslach Burnout Inventory is one of the most
frequently utilized tools to measure burnout and has been identified as a highly reliable tool to
measure job burnout across a number of human service positions (Aloha et al., 2017; Schaufeli et
al., 2001). This instrument measures burnout according to three sub-sections: emotional
exhaustion (EE), depersonalization (DP), and personal accomplishment (PA; Maslach &
Jackson, 1981). Figure 1, adapted from Maslach & Jackson (2001), illustrates the three
dimensions of burnout as identified by Maslach. Proponents of Maslach’s Burnout Inventory
argue that burnout is a multi-dimensional construct, with each dimension serving a specific role
in the development of burnout (Byrne, 1994). To evaluate burnout, it is important to understand
it as a multi-dimensional construct.
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Figure 1
Dimensions of Maslach Burnout Inventory

Although emotional exhaustion is a significant component in examining burnout,
exhaustion alone is not a determinant of burnout. Researchers found that exhaustion is not only a
predictor of burnout but is also a predictor of mental illness, such as depression (Aiken et al.,
2002; Schonfeld & Bianchi, 2016). Given the similarities between exhaustion and certain aspects
of mental illness, examining exhaustion as a standalone construct does not accurately predict
whether an individual is experiencing burnout. Rather, examining burnout in terms of Maslach’s
three-factor model accounts for various individual and organizational experiences associated
with burnout (Maslach & Leiter, 2016). Thus, Maslach’s Burnout theory presents a multidimensional method of identifying burnout among professionals, accounting for factors that
identify burnout among individuals in the workplace. Emotional exhaustion is defined as the
“draining of emotional resources” (Schaufeli & Salanova, 2007). Manifesting as the stress
component of burnout, this dimension of burnout is characterized by loss of energy and fatigue
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(Maslach & Leiter, 2016). Emotional exhaustion refers to “feelings of being overextended and
depleted of one’s emotional and physical resources’’ (Maslach & Leiter, 2008, p. 498).
Individuals that experience emotional exhaustion have a more difficult time adequately carrying
out daily job tasks and demands as a result of these feelings. Maslach and Jackson (1981) argued
that since emotional exhaustion is a direct response to work overload and increased job demands,
it is the most common component of burnout to manifest among employees. While the emotional
exhaustion component may feel like a personal problem, it has a profound impact on
professional performance.
Emotional exhaustion has deleterious effects on job performance and turnover. Wright
and Bonett (1997) found that emotional exhaustion was predictive of diminished job
performance. Dishop et al. (2019) expanded on these findings and found that in addition to
diminished job performance, emotional exhaustion was associated with negative work attitudes
and higher levels of job turnover. Given the negative implications associated with emotional
exhaustion and the effects that it can have on the organization, leaders of organizations should
explore ways to mitigate emotional exhaustion among employees.
Depersonalization is another dimension of burnout characterized by feelings of cynicism
and indifference in the workplace (Maslach & Leiter, 2008). Some researchers agree that this
element of burnout is a result of working in adverse situations with challenging clients (Lee &
Ashforth, 1993; Maslach & Leiter, 2008). According to Maslach et al. (2001), depersonalization
is “an attempt to put distance between oneself and service recipients by actively ignoring the
qualities that make them unique and engaging people” (p. 403). Individuals who experience
depersonalization develop a cynical and indifferent attitude and tend to have negative social
interactions with students, parents, clients, etc. (Byrne, 1994; Schaufeli & Salanova, 2007).
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Depersonalization can have a disastrous effect on individuals, especially those working in a
human service position.
Individuals who experience depersonalization tend to create a distance between
themselves and the individuals they serve, resulting in decreased impact of their work and
increased perceptions of workload and job demands. In a longitudinal study examining burnout
among physicians, researchers found that individuals reporting high levels of depersonalization
later reported higher levels of workload and job stress (Bakker et al., 2000). Bakker et al. (2000)
suggested that physicians with reported feelings of depersonalization treat their patients
differently, eliciting negative responses from patients and resulting in increased perceptions of
workload. Individuals who experience depersonalization experience strained relationships with
co-workers and the individuals they serve in the workplace, resulting in decreased job
satisfaction and productivity (Bakker et al., 2000; Schaufeli & Salanova, 2007). If workplace
relationships are essential to the success of an organization, this problem can have a negative
effect on the organization.
The final component of burnout indicates that individuals experiencing burnout possess
reduced personal accomplishment. Reduced personal accomplishment manifests through a lack
of self-efficacy and feelings of incompetence in the workplace. Individuals with a reduced sense
of personal accomplishment not only feel a lack of accomplishment in the workplace, but they
also tend to exhibit poor job performance and low levels of self-efficacy (Schaufeli & Salanova,
2007). In a study examining the relationship between self-efficacy and burnout levels among
school counselors, researchers found that an individual’s level of self-efficacy was a predictor of
personal accomplishment. School counselors that demonstrated higher levels of self-efficacy also
reported higher levels of personal accomplishment (Gunduz, 2012). Individuals who experience
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lower levels of personal accomplishment typically demonstrate a lack of efficacy and perceive
themselves as ineffective in fulfilling work responsibilities and tend to assess their work with
others negatively (Byrne, 1994; Schaufeli & Salanova, 2007). Individuals exhibiting decreased
levels of self-efficacy tend to have negative perceptions of their work habits and performance.
While researchers have presented different measurements of burnout, Maslach argued
that if researchers focus only on specific burnout dimensions, they would not achieve an
adequate understanding of the larger burnout phenomenon (Maslach et al., 2001). In terms of
burnout, reduced personal accomplishment plays a role in understanding whether an individual is
more prone or more resistant to burnout (Henry, 2016; Maslach et al., 2001). For example, an
individual experiencing emotional exhaustion that still finds their work meaningful may
experience a lower level of burnout than an individual that does not find value or meaning in
their work (Henry, 2016). Thus, considering reduced personal accomplishment as a dimension of
burnout highlights the multi-dimensionality of the burnout construct.
When considering the three dimensions of burnout, emotional exhaustion, and
depersonalization have a strong correlation. According to previous studies examined by Maslach,
emotional exhaustion and depersonalization demonstrate a strong correlation of approximately
.55 (Maslach & Leiter, 1988, 2016). A meta-analysis conducted by Lee and Ashforth (1996)
supported the findings of Maslach and Leiter (1988) that emotional exhaustion and
depersonalization are strongly correlated to one another and weakly correlated to reduced
personal accomplishment. These findings suggested that the resources associated with emotional
exhaustion and depersonalization are different than those associated with reduced personal
accomplishment. While emotional exhaustion and depersonalization have been strongly
associated with job turnover, reduced personal accomplishment has been associated with feelings
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of self-efficacy (Lee & Ashforth, 1996). Given that the effects of burnout are different depending
on what the individual is experiencing, it is important to consider Maslach’s three-factor model
when examining burnout
Although reduced personal accomplishment is weakly correlated to the other dimensions
of burnout, studies show that it appears to develop in parallel with emotional exhaustion and
depersonalization (Chang, 2009; Maslach et al., 2001). Maslach argued that individuals
experiencing work conditions that contribute to feelings of exhaustion or cynicism
(depersonalization) are less likely to feel efficacious in the work setting. It is difficult to gain a
sense of accomplishment when one is exhausted and experiencing symptoms of burnout in the
workplace (Chang, 2009). Reduced personal accomplishment, when compared to emotional
exhaustion and depersonalization (cynicism), occurs as a result of different factors in the
workplace (Maslach et al., 2001). Maslach argued that “lack of self-efficacy (reduced personal
accomplishment) arises from a lack of resources whereas exhaustion and depersonalization
emerge from the presence of work and social conflict” (p. 403). Given that reduced personal
accomplishment arises as a result of different workplace factors, it is imperative to include this
dimension to achieve a better understanding of burnout.
While Maslach (1976) and Freudenberger (1974) focused on burnout in the healthcare
professions, researchers soon began to explore the concept of burnout in other human service
positions, including teachers, police officers, and therapists (Byrne, 1994; Maslach & Jackson,
1981). Among individuals working in human service positions, researchers found that those
working in the teaching profession demonstrated high levels of burnout (Chang, 2009). This is
mainly due to the daily demands of the teaching profession, limited time for reflection on
teaching practices, and daily isolation from other adults during the workday (Chang, 2009).
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While I discuss the causes and implications of teacher burnout later in this chapter, the next
section details the concept of burnout through the lens of the job-demands resource model.
Job-Demands Resource Model
Over the past 20 years, research has shown that burnout is often a result of a mismatch
between job demands and resources (Demerouti et al., 2001). Researchers have identified this as
the Job-Demands Resource Model (JD-R), asserting that an individual’s stress plays a substantial
role in the development of burnout. According to researchers, burnout occurs because of job
stress, which in the work environment is characterized by the imbalance between job demands
and the resources the individuals have to meet job requirements (Demerouti et al., 2001). Thus,
providing adequate job resources can buffer the adverse effects of high work demands
(Demerouti et al., 2001; Hu et al., 2011). Figure 2, adapted from Demerouti et al. (2001),
demonstrates potential demands and resources that individuals may experience in the workplace.
Figure 2
Job-Demands Resource Model
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Job demands are the physical, social, and organizational factors that require individuals to
provide sustained effort (Demerouti et al., 2001). Job demands can be characterized by “high
work pressure and emotionally demanding interactions with clients” (Bakker & Demerouti,
2017, p. 2). Examples of job demands include role ambiguity, role conflict, workload, and time
pressure (Lee & Ashforth, 1996; Maslach et al., 2001). While role conflict tends to occur when
individuals are asked to meet unrealistic job demands and expectations, role ambiguity occurs
when organizations do not adequately define job responsibilities (Celik, 2013). Therefore,
increased workload may coincide with role conflict if an employee is given more responsibilities
than they can complete in a timely manner (Celik, 2013). High job demands result in reduced
energy and subsequent exhaustion from employees. Job resources can alleviate some of the
pressures of job demands by providing employees with the physical, psychological, and social
aspects of the job that can aid in achieving work goals. Examples of job resources include
autonomy, social support, and opportunities for growth (Bakker & Demerouti, 2007).
Researchers have examined the Job-Demands Resource Model across a range of
professions, including the teaching profession. Due to the high demands of the teaching
profession, researchers have used this model as a tool to understand job burnout among
educators. Researchers identified various job demands and resources associated with burnout in
educators and identified personal resources related to job stress and burnout (Bottiani et al.,
2019; Collie et al., 2018). Studies show that organizational resources, such as social support,
supervisory support, coworker support, and autonomy play a role in developing one’s personal
resources, which have the potential to counter the demands of the profession (Bottiani et al.,
2019). Therefore, further research is needed to understand the resources that can be developed
within an organization to offset the work demands of the teaching profession.
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Teacher Burnout
Teachers daily face high levels of job stress. With increasing accountability measures,
assessment requirements, tight budgets, and large classes, roughly 46% of teachers report high
levels of job stress (Gallup, 2004). This percentage is even higher in urban schools, where
teachers may experience more significant job demands and limited resources. Teachers in urban
areas report larger class sizes and a significant amount of student misbehavior (Herman et al.,
2017). In a study examining burnout among urban educators, researchers found that 93% of
teachers in their sample reported high levels of job stress (Herman et al., 2017). Nearly half of
teachers describe their job as stressful. In urban communities, over 90% of teachers are stressed
(Herman et al., 2017).
Teacher work stress is directly related to job burnout (Chang, 2009; Taris et al., 2004).
Teachers experiencing high levels of stress and feeling unable to cope with the daily demands of
the profession are likely to experience burnout (Chang, 2009). When experiencing emotional
exhaustion, teachers may feel that they are unable to provide for students’ academic and social
needs (Taris et al., 2004). When experiencing depersonalization, teachers may develop negative
attitudes towards parents, students, colleagues, and administration (Skaalvik & Skaalvik, 2009).
Teachers who experience reduced personal accomplishment may feel that they are ineffective in
helping students learn and feel that they are unable to provide adequate instruction for students
(Chang, 2009).
Studies showed that burnout is associated with negative outcomes. For example, Aloha
(2007) found that burnout was associated with poor health conditions, including sleep
disturbances and headaches, in addition to depressive and anxiety disorders. Burnout is also
associated with increased absenteeism (Toppen-Tanner et al., 2005), negative job performance
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(Taris et al., 2006), and turnover. The negative implications of burnout in teachers are further
highlighted by the alarming number of teachers leaving the profession (Nguyen et al., 2020). If
we can further understand the factors that influence burnout, organizations can introduce systems
and procedures to mitigate burnout among educators.
Personal Factors Related to Teacher Burnout
For over two decades, researchers have attempted to identify the various causes of
burnout to better understand how to reduce burnout in organizations (Maslach et al., 2008). In
this section, I describe the variety of personal factors and covariates associated with burnout.
Personal resources include an individual’s ability to adapt to challenging situations while
regulating emotions and play a central role in the development of burnout (Bakker et al., 2007).
Teachers that can cope with challenging situations are positively associated with teacher wellbeing and positively associated with job resources (Bottiani et al., 2019). Additional factors
include personality characteristics and demographic variables, including age, gender, and years
of experience (Chang, 2009).
Demographic variables regarding the relationship between burnout and years of teaching
experience show mixed results. While some studies found burnout is more prevalent among
seasoned veteran teachers (Kokkinos, 2007), other studies found that novice teachers are more
prone to burnout and at an increased likelihood of leaving the profession altogether (Maslach,
2001). In a study examining burnout among 493 primary and secondary teachers in Greece,
researchers found that novice teachers reported higher levels of burnout than veteran teachers
(Antoniou et al., 2006). An explanation for these findings is that novice teachers invest a great
deal of energy working to establish their teaching practices while being exposed to job stressors
like large class sizes, student misbehaviors, and professional deadlines. While veteran teachers
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are exposed to the same stressors, teachers with longer tenure often have better coping skills and
can navigate stressful situations more successfully (Antoniou et al., 2006). This suggests that
coping skills may develop over time.
In addition to years of teaching, previous research suggested that there may be a
relationship between gender and experienced burnout. While some studies found no significant
relationship between level of burnout and gender (Chang, 2009; Kahn et al., 2006), many studies
found that males are more likely to report higher levels of depersonalization while females are
likely to report higher levels of emotional exhaustion. Rumschlag’s (2017) study examining
burnout among teachers in Ohio found that while 61% of males demonstrated moderate to high
levels of emotional exhaustion, 77% of females reported similar levels of exhaustion. The data
suggests that the discrepancy between males and females may be due to how genders handle and
react to job stressors. While female teachers demonstrated higher levels of emotional exhaustion,
male teachers had significantly higher depersonalization (Rumschlag, 2017; Saloviita &
Pakarinen, 2021; Skaalvik & Skaalvik, 2017). This may have different implications in looking at
how teachers manage different types of stress.
In addition to various demographic variables, including gender and years of experience,
researchers have identified various personal factors associated with burnout. Personal factors
such as self-efficacy, adaptability, and motivation have been positively associated with work
engagement, job satisfaction, and lower levels of burnout (Schaufeli & Taris, 2014). In a study
examining the effects of self-efficacy on reported levels of burnout among 523 Canadian
teachers, researchers found that teachers that demonstrated high levels of self-efficacy had
stronger beliefs regarding their teaching ability, ability to motivate students, and were better able
to regulate their behavior (Wang et al., 2015). Teachers that exhibited high levels of self-efficacy
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and had stronger beliefs regarding their capabilities as educators were less likely to leave the
profession and reported lower levels of job burnout. Given that teacher self-efficacy is associated
with positive work outcomes, including job satisfaction and engagement and negatively
associated with levels of burnout, equipping teachers with the proper resources to handle
challenging situations and increase levels of efficacy is crucial in promoting the development
and success of teachers (Wang et al., 2015). The indicators are that increasing teachers’ feelings
of self-efficacy may reduce teacher burnout.
In addition to self-efficacy, adaptability has been associated with higher levels of
engagement, job satisfaction, and lower levels of burnout. Adaptability refers to one’s ability to
utilize self-regulatory strategies to respond to challenging situations (Collie et al., 2018). In
education, teachers must constantly adapt to the learning needs of new students, student
behaviors, and daily demands of the profession (Collie & Martin, 2016). Given that this is a selfregulatory concept based on the individual, adaptability should be considered a personal resource
that when considered with various job resources can mitigate the demands of the profession and
promote work engagement and employee satisfaction (Schaufeli & Taris, 2014). Examining the
role of adaptability as a personal resource in accordance with the job-demands resources model
could aid in the understanding of burnout among educators.
Collie et al. (2018) built on the benefits of personal resources in the workplace by
examining the effect of perceived autonomy support and adaptability on levels of exhaustion.
Utilizing a quantitative approach to collect data from 164 Australian teachers, researchers found
that perceived autonomy support was positively related to adaptability. Thus, teachers with
greater job resources, particularly through administrative support, were more likely to feel
competent and felt better equipped to handle challenges. When teachers experienced job
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resources through autonomy in the classroom and administrative support, they were less likely to
feel emotionally exhausted and disengaged in the workplace (Collie et al., 2018). Findings from
this study suggested that job resources could influence personal resources, both of which have
been suggested to alleviate job demands and reduce burnout. Further research should examine
the potential personal and organizational resources that could contribute to lower levels of
burnout among educators (Collie et al., 2018).
Organizational Factors and Teacher Burnout
In addition to personal and demographic factors, researchers identified organizational
factors linked to job burnout (Bakker et al., 2005; Burke & Greenglass, 1995; Lee & Ashforth,
1996). Job demands including increased workload, role conflict, role ambiguity, and lack of
social support have been correlated to higher levels of burnout among educators (Lee &
Ashforth, 1996). Job resources, including autonomy, perceived administrative support, and social
support, have been linked to lower levels of burnout among staff (Bakker et al., 2005). By
understanding the role of these organizational structures, organizations can better incorporate
specific job resources that could mitigate burnout among their employees.
Research on burnout links specific organizational factors associated with increased job
stress and burnout (Bakker et al., 2005; Burke & Greenglass, 1995; Lee & Ashforth, 1996).
Work stressors, such as increased work overload and time constraints, have consistently been
associated with burnout (Burke & Greenglass, 1995; Lee & Ashforth, 1996). Burke and
Greenglass (1995) found that work stressors contributed significantly to increases in burnout
across all three dimensions. They also found that role conflict and role ambiguity were correlated
to the emotional exhaustion component of burnout, while unmet expectations correlated with
increased feelings of depersonalization (Burke & Greenglass, 1995). Thus, tensions in the
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workplace can contribute to feelings of stress among individuals and potentially manifest into
feelings of burnout.
Research demonstrates that teachers experience high levels of job stress (Burke &
Greenglass, 1996; Skaalvik & Skaalvik, 2009). Causes of job stress can result from exposure to
stressors, which include increased workload, conflict with colleagues and administration, conflict
with students and parents, and lack of supervisory support (Skaalvik & Skaalvik, 2016).
Teachers’ job stress and satisfaction are correlated with all three dimensions of burnout, with
teachers who experience high levels of job stress also experiencing high levels of burnout
(Skaalvik & Skaalvik, 2009). In their study of teacher burnout and job satisfaction, Skaalvik and
Skaalvik (2009) found that while job stress contributes positively to burnout, job satisfaction is
negatively correlated to teacher burnout, which indicates that teachers with higher job
satisfaction that report a more positive outlook on their profession report lower levels of burnout
than those with a negative outlook (Skaalvik & Skaalvik, 2009). Less burned-out teachers might
feel higher satisfaction when compared to those experiencing more intense burnout.
Studies have examined the link between workload and burnout (Byrne, 1994; Maslach &
Leiter, 2016). Increased workload has been correlated significantly with burnout (Byrne, 1994).
Increased workload manifests by not providing employees with enough time to meet job
demands or by providing employees with overly complex job tasks that are difficult to complete
in an adequate manner (Byrne, 1994; Maslach & Leiter, 2016). Workload has been shown to
contribute significantly to the exhaustion component of burnout because it depletes the
individual’s capacity to meet the needs and demands of the profession. When work overload is
consistently presented throughout the workday, it does not allow the individual to recover before
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moving on to the next task (Maslach & Leiter, 2016). Thus, individuals not provided adequate
time to complete work tasks are more prone to experiencing burnout.
Another aspect of workload linked to an increase in burnout is role conflict. Role conflict
occurs not when workload is increased but when two or more pressures present themselves
simultaneously, making it difficult to complete work adequately (Kahn et al., 1964). This occurs
when time constraints associated with deadlines make it difficult to complete work. An example
of role conflict in the teaching profession occurs when large class sizes make it difficult to meet
the academic needs of each student (Byrne, 1994; Maslach & Leiter, 2016).
Researchers have examined the impact of workload and role conflict on teacher burnout.
Byrne (1994), studying over 7000 elementary, intermediate, and secondary teachers across two
urban centers, focused on factors that influenced teacher burnout. The findings indicated that
although role conflict and workload were significant determinants of burnout, burnout
manifested differently based on the grade level taught. Elementary and intermediate teachers that
experienced increased workload and role conflict triggered a response of emotional exhaustion,
while teachers at the secondary level that experienced increased workload and role conflict were
more susceptible to the depersonalization aspect of burnout (Byrne, 1994). An explanation may
be the complexity of content across grade levels and the differing roles that teachers assume
based on the grade level taught. For example, teachers at the secondary level teach subjects more
in depth and with greater complexity than those at the elementary and intermediate levels.
Teachers at the elementary level may also adopt a caretaker role in teaching younger students.
When teachers perceive that their school does not have a strong community, lacks
sufficient resources, and receives little support from administration, they are more likely to
experience burnout (Pas et al., 2012). In a qualitative study focusing on the underlying factors
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that contribute to teacher burnout for teachers in Finland, researchers found that although work
environment factors play a role in teacher burnout, there is no single underlying factor associated
with burnout (Pas et al., 2012). The work environment contains multiple contexts which present
distinct challenges that factor into teacher burnout. Researchers found that teachers experienced
varying levels of burnout based on their perceptions of many work factors. 74% of teachers
attributed their experiences of burnout to a demanding work environment and poor execution of
professional communities as opposed to their lack of resources and limitations (Pyhalto et al.,
2011). In other words, teachers experiencing burnout are more likely to have negative
perceptions regarding their work environment.
A positive school climate plays a substantial role in teacher satisfaction and burnout
(Grayson & Alvarez, 2008; O’Brennan et al., 2017). While school climate is a multi-dimensional
construct examining multiple aspects of the organization, school climate refers to the quality of
school life (National School Climate Center, 2012). While the school climate factors in each
school could be perceived differently from one teacher to another, these factors could increase
job stress, and increased risk of burnout (Grayson & Alvarez, 2008). Grayson and Alvarez
(2008) found that specific aspects of school climate correlate with specific dimensions of
burnout. For example, the emotional exhaustion component of burnout specifically relates to
teachers’ relationships with students and parents, resulting in higher exhaustion in teachers who
experience strained relationships with others in the school community. The instructional
management component, defined as the process of monitoring student progress and making
decisions regarding instruction, was closely related to the personal accomplishment component
of burnout. This suggests that increasing the amount of time spent focusing on learning activities
could develop more positive feelings of personal accomplishment. School climate factors related
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to the relationship between the teacher and other members of the school community, including
teachers and administrators, correlated with the depersonalization aspect of burnout, suggesting
that the relationship between the teacher and other members of the school community contributes
towards positive attitudes and feelings of connectedness to the school (Grayson & Alvarez,
2008). Student-teacher relationships, instructional management, and relationships between
colleagues play a significant role in teacher stress and burnout.
O’Brennan et al. (2017) explored the link between school climate factors and teacher
burnout. Similar to findings from Grayson and Alvarez (2008), researchers found that staff
relationships were significantly related to levels of burnout. Teachers that reported more
connectedness with staff and greater support from administration were linked with lower levels
of burnout. Additionally, teachers that felt a strong sense of community in their schools reported
lower levels of burnout (O’Brennan et al., 2017). This signifies the importance of establishing
supportive work environments that establish a sense of community among teachers.
When it comes to school climate, leaders play a critical role in establishing a supportive
work environment. The aspect of school climate involving leaders, known as administrative
climate, involves the “administrators’ policies, practices and beliefs that affect teachers work”
(Perrone et al., 2017, p. 194) in addition to the relationship between the teacher and
administrator. In examining administrative climate, burnout, and retention, Perrone et al. (2017)
surveyed 185 early career teachers across 70 schools in Michigan. Their survey results indicated
that higher levels of administrative climate are associated with lower levels of burnout and
turnover (Perrone et al., 2017). Specifically, while stronger teacher-administrator relationships
correlate with lower levels of burnout, there is a stronger correlation between workload, time
resources, and burnout. Results of the study demonstrated that perceptions of limited time
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constraints and excessive workload are predictors of job burnout. While the administrative
climate was not related to teacher turnover, teacher turnover and burnout were closely related.
Teachers that reported higher levels of burnout were more likely to leave the profession (Perrone
et al., 2017). This reinforces the importance of sustaining a work environment conducive to
teacher development and success.
Teachers that can co-regulate by utilizing social support from colleagues and identifying
stressors are less likely to report burnout. In a study examining the relationship between
teachers’ proactive strategies and perceived teacher work environment as it applies to teacher
burnout, researchers found that teachers’ co-regulation and ability to identify and utilize
resources were negatively correlated with perceived exhaustion (Pietainen et al. 2013). The
results demonstrated that teachers’ proactive strategies were significant determinants of burnout
symptoms and perceived fit in terms of social resources constructed in the professional
community. These findings indicated that sources of burnout and strategies for reducing teacher
burnout symptoms are embedded in the culture of the school as well as the school community.
The results suggested that adopting proactive strategies that allow teachers to simultaneously
regulate their own behavior and working environment are effective in reducing teacher burnout
(Pietainen et al. 2013).
Professional Learning Communities
In this section, I provide an overview of professional learning communities in learning
organizations, including the purpose of PLCs, their emphasis on collaboration, focus on results,
and focus on student achievement. I detail specific components of professional learning
communities and discuss what aspects of PLCs can provide resources to educators.

26

Professional Learning Communities, coined by Dufour and Eaker (1998), describe the
job-embedded learning that takes place within the teaching profession (Dufour & Eaker, 1998).
The first word, “professional,” describes someone who has received specific training to enter the
profession. “Learning,” describes the “ongoing and perpetual curiosity“ (Dufour & Eaker, 1998,
p 10) that must occur as one continues the teaching profession. Community describes a group of
people bonded through common interests. Bolam et al. (2005), through their synthesis of
research surrounding PLCs, defined a PLC as a community “with the capacity to promote and
sustain the learning of all professionals in the school community with the purpose of enhancing
student learning” (p. 145). Professional learning communities provide opportunities for teachers
to develop their teaching practices and techniques.
Given the number of personal and professional factors related to teacher burnout,
researchers have sought to better understand factors that can reduce burnout among teachers.
Educational researcher Darling-Hammond argued that participating in learning communities
increases the educators’ professional capacity to understand how students learn (DarlingHammond, 1995). She found that schools that primarily focused on teaching and learning
experienced faster results in student achievement scores than those that did not. To develop and
expand their professional capacity, teachers need opportunities to collaborate with each other in a
setting that allows them to continually reflect on their teaching practice (Darling-Hammond,
1995). Thus, professional learning communities provide professional resources for teachers to
develop and refine their teaching practices.
Richard and Rebecca Dufour and Robert Eaker focused on ways to effectively implement
professional learning communities in schools. They argued that continuous, job-embedded
learning through the incorporation of professional learning communities is essential to improved
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teaching and learning in schools (Dufour & Eaker, 1998). By participating in continuous jobembedded learning, teachers can improve teaching practices and student outcomes so that all
students can learn at high levels (Dufour & Eaker, 1998). Given that dimensions of professional
learning communities are meant to support teacher development, dimensions of PLCs may serve
as job resources, which have the potential to counter the demands of the teaching profession.
Thus, teachers who participate in professional learning communities have more access to job
resources and experience lower levels of burnout than teachers who do not participate in PLCs.
The purpose of PLCs is conducive to the purpose of schools, which is to provide highlevel learning opportunities for all students. Much of the work surrounding PLCs centers around
three main ideas: ensuring that students learn, establishing a collaborative culture, and a focus on
results (Dufour & Eaker, 1998). To ensure that all students learn at high levels, educators must
be continually learning and refining teaching practices to meet the learning needs of all students.
Establishing a collaborative culture allows educators to work together to improve their classroom
practices, while also holding themselves mutually accountable to ensure that all students are
learning at high levels. Additionally, the collaborative culture promotes social support, providing
resources by facilitating communications among educators. Finally, a PLC's focus on results is
needed to assess whether students are continuing to learn at high levels. Thus, educators use
student assessment data to inform decisions regarding teaching practices (Dufour & Eaker,
1998). These three guiding principles are essential in establishing successful PLCs.
Shirley Hord (1997) continued to study the effectiveness of PLCs in her work with the
Southwest Professional Development library and was one of the first to develop a framework for
PLCs. An advocate for PLCs, Hord argued that professional learning communities engage
teachers through collaboration and shared practice. To implement PLCs, organizations must

28

adopt the following characteristics for such communities to be effective: shared values and
vision, shared and support leadership, collective learning and application, supportive
relationships, and supportive structures (Hord, 1997).
PLCs in the 20th Century
The five main aspects of a professional learning community include shared values and
vision, shared and supportive leadership, collective learning and application, shared personal
practice, supportive relationships, and supportive structures. Each element plays a specific role in
the success of professional learning communities within the organization (Hord, 1997). The
following sections expand on each specific dimension of PLCs and how they can potentially
provide resources to teachers.
Figure 3
Dimensions of Professional Learning Communities

Shared Values and Vision
A shared vision is a shared understanding of the collective commitment to student
learning (Dufour & Eaker, 2008). A shared vision, developed by all staff members, is essential to
establishing a culture of learning in a PLC. Hord (1997) argued that staff should be actively
involved in the development of a shared vision that goes beyond agreeing with what is already in
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place. This focus establishes a shared commitment to clarify how each staff member plays an
important role in student learning (Dufour & Eaker, 2008; Hord, 1997). Collective understanding
of such vision and values directly influences the culture of the school and includes beliefs
regarding a student’s ability to learn and achieve at high levels, the role of instruction in student
learning and collective responsibility for student learning and collaboration (Carpenter, 2015).
High-functioning PLCs demonstrate a collective understanding of their vision towards
their commitment to student learning. This collective vision, developed among teachers and
administrators results in an alignment of individual and organizational values and promotes the
collective effort of staff to meet school-wide goals (Voelkel & Chrispeels, 2017). Alignment
between individual and organizational values not only provides a sense of clarity but is
associated with higher levels of professional efficacy (Maslach & Leiter, 2016). Teachers whose
values are aligned with the values of the school are more likely to be engaged in their work and
feel a greater sense of belonging to the organization (Maslach & Leiter, 2016; Skaalvik &
Skaalvik, 2011). Teachers that do not share the same values as the organization experience a
conflict of values. Conflicting values are associated with all three dimensions of burnout but are
more closely associated with feelings of cynicism and depersonalization (Maslach & Leiter,
2016; Skaalvik & Skaalvik, 2020). Additionally, conflicting values are associated with role
conflict, which has been previously identified as a job demand (Maslach & Leiter, 2016). To
promote a sense of belonging and engagement, leaders must work towards the collective
development of a shared vision and values of their organization.
Shared and Supportive Leadership
Shared and supportive leadership is essential in the development of an effective learning
community. Through shared and supportive leadership, teachers and administrators are
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empowered to make key decisions regarding student learning and instruction (Hord, 1997). This
provides for continuous leadership, reinforcing the shared values and vision of the school
community, where staff are empowered to collaborate regarding student growth and school
improvement (Carpenter, 2015). Carpenter (2015) found that effective learning communities
established clearly defined roles, where teachers and administrators worked together to tackle
school issues through specific training and follow-up activities conducive to the organization’s
collective values. Such PLCs established a work culture of continuous learning and
improvement. In his examination of schools that did not provide effective PLCs, Carpenter
(2015) found that teachers and administrators did not work together to tackle school issues. This
top-down management structure resulted in a hostile working environment, where teachers
worked in isolation and little collaboration took place.
Teachers that do not participate in shared leadership and decision making have little input
in school-wide decisions. Lack of participation in shared decision making is associated with low
morale, low job satisfaction, and higher levels of burnout (Byrne, 1994; Chang, 2009). Teachers
who participate in the shared leadership and decision-making process typically have higher
levels of motivation, enthusiasm, and job satisfaction (Byrne, 1994; Skaalvik & Skaalvik, 2009).
As a result, teachers involved in the decision-making processes of their schools are more
satisfied with the decisions made, perceive higher levels of administrative support, and
demonstrate more positive attitudes towards the teaching profession (Grayson & Alvarez, 2008).
To establish shared and supportive leadership structures, principals must be able to
leverage the strengths of their teachers, by empowering them to lead in developing and
sustaining PLCs (Jones & Thessin, 2017). While the principal should focus on ways to support
teachers' work, teachers should be engaged in leading aspects that center around teaching and
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learning. This shared leadership structure promotes a collegial environment where teachers and
administrators work together to tackle school goals and promote a positive school environment
(Hipp et al., 2008). Shared leadership, an essential component of PLCs, can contribute to a
positive work environment that alleviates feelings of burnout by providing resources to teachers.
Collective Learning and Application
Collective learning and application occur when educators are involved in collaborative
learning environments. Collaboration allows educators to contribute thoughts to the group and
allows for the exchange of ideas between colleagues (Carpenter, 2018). Feger and Arruda (2008)
said that working collaboratively with colleagues is the foundation of establishing a welloperating PLC. Collaboration between teachers promotes collegial dialogue in formal and
informal settings and provides increased opportunities for professional learning. Collaboration
through collegial dialogue promotes professional learning through observation and analysis of
daily teaching and classroom practices, which is a resource for teachers (Feger & Arruda, 2008).
Carpenter (2018) explored collaborative processes among educators in the school setting
by conducting interviews with 70 teachers from five schools. Through his interviews, he found
that the “intellectual and physical interactions from the collaborative inquiry process in PLCs
created a personal and professional closeness in the relationships of participants’’ (Carpenter,
2018, p. 135). Teachers more involved with the collaborative inquiry process demonstrated a
greater sense of connection, trust, and respect with colleagues. Teachers actively involved in the
collaborative inquiry process agreed that the collaboration with colleagues provided the
opportunity to assess student achievement data and allowed time to discuss and reflect on
instructional practices (Carpenter, 2018). This highlights the importance of collaboration and
shared leadership in creating and sustaining effective PLCs.
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Collective learning and application through collaborative structures must focus on student
learning to meet the needs of all students. Teachers that engage in conversations regarding
student learning and instruction are more prepared to handle classroom and instructional
challenges. Teachers that feel more prepared to handle challenges in the classroom report higher
levels of efficacy and lower levels of burnout (Pas et al., 2012). This provides resources to
teachers by building capacity through participating in conversations regarding student learning,
using data-driven instruction to guide their collaborative inquiry process and explore ways to
improve instructional practice and bolster student achievement (Vescio et al., 2008).
Shared Personal Practice
For PLCs to remain effective, schools must move beyond professional development and
focus on establishing a solid knowledge base on professional practice and application (Stoll et
al., 2006). Shared personal practice occurs when teachers focus on developing their skills
through peer-to-peer interactions and observations. Such practice may occur through peer
classroom observations, where teachers observe each other teaching in the classroom setting and
provide feedback (Hord, 1997; Louis & Kruse, 1995).
Shared personal practice may also occur in staff meetings, during which instructional
practices are discussed and reflected upon. In an analysis of the PLCs within a school setting,
Voelkel and Chrispeels (2017) found that the high-functioning PLC teams went beyond sharing
assessment results and analyzed the results in depth. As a result of in-depth analysis, teachers
analyzed their student groupings and assessed the effectiveness of those groupings for classroom
instruction. In one school, teachers participating in this PLC effectively utilized their assessment
results to analyze and reflect on classroom practices. In comparison, with teams that were less
high functioning, teachers merely described and compared assessment results. The concept of
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shared personal practice challenges teachers to look beyond student data by utilizing it to inform
and reflect on classroom practices (Voelkel & Chrispeels, 2017).
Shared personal practice enhances teacher autonomy by empowering teachers to work
together to enhance their professional practice and make decisions regarding the school and
classroom environment (Pearson & Moomaw, 2006). Teachers that have more autonomy report
higher levels of commitment and job satisfaction. Higher degrees of autonomy are associated
with lower levels of job stress and burnout (Skaalvik & Skaalvik, 2008). If teachers are
empowered to learn from each other through shared personal practice and given the autonomy to
make decisions regarding curriculum and instruction of students, they are more likely to be
motivated and committed to the profession (Pearson & Moomaw, 2006). This supports the idea
that PLCs may positively impact burnout.
Supportive Relationships
In a professional learning community, teachers need to accept feedback and continually
work towards improvement. For this to occur, an environment of mutual respect and trust must
be established among teachers and administrators. This is fostered through a series of positive
interactions between staff and is the foundation for maintaining a supportive community and
establishing positive, caring relationships among teachers, administrators, and students (Boyd,
1992; Hord, 1997).
Social support in the form of positive and negative relationships in the workplace are
related to feelings of burnout (Kahn et al., 2006; Taris et al., 2006). Researchers found that
positive interactions reported between colleagues resulted in greater social support and provided
opportunities for teachers to engage in positive aspects of the job by reframing experiences to
reflect a more positive outlook (Kahn et al., 2006, Skaalvik & Skaalvik, 2017; Taris et al., 2006).
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While positive interactions are associated with supportive working conditions and lower levels of
burnout, negative interactions report the opposite effect. Teachers reporting negative interactions
may develop negative views of workplace situations, resulting in unpleasant job feelings and
higher levels of burnout. This highlights the importance of reducing negative interactions and
increasing the development of positive social relationships in a supportive environment that
promotes mutual respect and trust among staff (Kahn et al., 2006). Positive interactions foster an
environment of mutual respect and trust and highlight the importance of communication skills
within a professional learning community.
Teachers must utilize proper communication skills to collaborate with others, facilitate
and participate in team meetings, and share meeting expectations and norms for discussing
instructional practices (Feger & Arruda, 2008). Positive interactions and communication are
paramount to establishing a supportive work environment and are key to establishing a
professional learning community that is interactive and effective in reducing teacher isolation
and burnout (Hord, 1997).
Supportive Structures
Supportive conditions determine the time, place, and capacity in which PLCs take place
at the organizational level. The physical setup of PLCs provides the space for teachers to come
together for decision making, collaborative learning, and problem solving (Hord, 1997).
According to Louis and Kruse (1995), the following factors are needed to support PLCs: time for
teachers to meet, size of the school and physical proximity of teachers, and communication
structures. If time is not provided for teachers to meet during the school day, it could result in a
significant barrier to effective professional learning and school improvement (Hord, 1997). If
PLCs are to be fully functional, certain conditions are necessary.
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Teachers not given adequate time to complete their job duties and participate in PLCs are
associated with lower levels of job satisfaction and higher levels of burnout (Byrne, 1994;
Skaalvik & Skaalvik, 2011). This increased time pressure manifests in the form of not having
enough time to collaborate with colleagues, participate in professional development, complete
paperwork, grade assignments, or communicate with parents. Time pressure has been linked to
higher levels of burnout among teachers, particularly the emotional exhaustion component
(Skaalvik & Skaalvik, 2011, 2021). The emotional exhaustion component of burnout has been
linked to higher levels of job stress and increased likelihood of leaving the profession (Skaalvik
& Skaalvik, 2021). This suggests the importance of providing teachers adequate time and space
to complete their job duties and time to participate in PLCs.
In addition to providing adequate time for teachers to complete job tasks and meet with
members of their PLC, leaders must ensure that teachers are engaged in meaningful, professional
dialogue during these meetings to enhance professional capacity. In their analysis of professional
learning communities, Supovitz and Christman (2003) found that team meetings consumed with
administrative tasks and paperwork from the district provided little time for conversations on
student learning and instructional practice. They found that professional communities given the
time to participate in structured instructional discussions regarding student learning produced
significant gains in student achievement. This reinforces that not only do teachers need blocks of
time to engage in instructional conversations, but they also need structure to guide conversations
regarding instructional practices, student learning, and achievement (Hord, 1997; Louis & Kruse,
1995; Supovitz & Christman, 2003). Districts must ensure that school-based teams are provided
the proper time, resources, guidance, and accountability measures (Dufour et al., 2016).
Therefore, the success of a PLC relies on planning and commitment to the PLC process.
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Professional Learning Communities in Organizations
To effectively implement PLCs, organizations must develop a commitment to the PLC
process, rather than merely an interest. Educators and administrators must commit to jobembedded learning based on collaboration and highlighting the importance of data-driven and
research-based teaching and learning practices (Dufour et al., 2016). While conversations are
important in laying the groundwork for PLCs, commitment to collaboration and the PLC process
are imperative in understanding the purpose of PLCs. Commitment to collaboration in improving
content knowledge and professional practice are essential among educators when establishing an
effective PLC (Dufour et al., 2016; Feger & Arruda, 2008). If implemented correctly,
professional learning communities could provide resources to teachers (Dufour et al., 2016).
Feger and Arruda (2008) identified factors that may impact the effectiveness of the PLC
within an organization. These factors include the level of urbanicity, school population, school
climate, and the level of support from administration, district, and community. While these
factors play a role in the PLC process, implementing an effective PLC is primarily the role of the
school leader. The school leader needs to establish and maintain a school culture that continually
fosters the development of staff and creates an environment of trust and respect (Hord, 1997).
Jones and Thessin (2017) examined the role of the school leader in sustaining PLCs at the
secondary level. Through document analysis and in-depth interviews, they found that the leader’s
ability to utilize the collective strengths of his/her staff are essential to the success of a learning
organization. In leveraging the collective strengths of staff, leaders must be flexible in their
approach to staff members, understanding that each staff member has different needs, strengths,
and limitations. Utilizing the strengths of staff members to align with specific student learning
outcomes and school goals is essential when developing an effective PLC. As PLCs are

37

developed and sustained, leaders should continually monitor progress to ensure that a focus on
student learning continues (Jones & Thessin, 2017). Sustaining PLCs is important in continuing
to provide resources to teachers.
In their research of professional learning communities in Philadelphia and Cincinnati,
Supovitz and Christman (2003) found that for professional learning communities to flourish,
teachers need the proper resources, structures, and strategies. Teachers that were provided
adequate resources and structures reported greater opportunities to collaborate and interact with
colleagues, reflecting more positive outcomes in their communities. These opportunities for
collaboration allowed teachers to engage in meaningful conversations regarding instructional
practices and student achievement, fostering a community of learning (Supovitz & Christman,
2003). According to Vescio et al. (2008), “student learning is improved when teaching practice is
improved” (p. 8). Therefore, when teachers engage in job-embedded learning and continue to
develop their teaching practices, it has a positive effect on student learning and achievement
(Dufour & Eaker, 1998; Vescio et al., 2008).
Conclusion
Much of the research surrounding teacher burnout highlights the implications associated
with burnout as well as potential factors influencing burnout but fails to consider all job
resources available. Given the organizational resources associated with professional learning
communities, this study aims to explore the link between PLCs and teacher burnout. We argue
that teachers that participate in PLCs are exposed to greater job resources, resulting in lower
levels of burnout.
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CHAPTER 3: METHODS
In this study, I examine whether elements of professional learning communities predict
teacher burnout and, if so, which elements of professional learning communities are associated
with different levels of teacher burnout. Using quantitative methods, I used survey response data
to examine teacher perceptions of professional learning communities and subsequent levels of
burnout.
I focus on the following research questions:
RQ1: Is there a relationship between teachers' perceptions of professional learning
communities and teacher burnout?
H1: There is a statistically significant relationship between professional learning
communities and job burnout.
H0: There is not a statistically significant relationship between professional learning
communities and job burnout.
RQ2: Are there differences in teacher’s reported levels of burnout based on their
experiences with specific dimensions of professional learning communities?
H1: There is a statistically significant relationship between specific dimensions of
professional learning communities and job burnout.
H0: There is not a statistically significant relationship between specific dimensions of
professional learning communities and job burnout.
RQ3: Is there a relationship between specific dimensions of professional learning
communities and burnout when controlling for demographic factors and workplace
characteristics?
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H1: There is a statistically significant relationship between specific dimensions of
professional learning communities, teacher burnout, based on demographic/workplace
characteristics.
H0: There is a statistically significant relationship between specific dimensions of
professional learning communities, teacher burnout, based on demographic/workplace
characteristics.
Research Design
I used a quantitative research design to compare teacher perceptions of professional
learning communities and job burnout. Given the nature of this study, I used survey data to
answer each of the research questions in this study. Creswell (2014) stated that survey design is
appropriate when generalizing the attitudes, behaviors, and characteristics of a specific
population. Given that the constructs measured in this study are unobservable and this data is
routinely collected, survey research is an appropriate tool to measure whether specific
dimensions of professional learning communities predict levels of burnout among teachers,
survey research served as an appropriate tool for this study.
The electronic survey distributed to participants consisted of four sections. The first
section of the survey prompted the participant to provide demographic information regarding
gender, school level taught, and the number of years the participant has served in the profession.
The second section measured teacher perceptions regarding their work environment. The third
section measured teacher perceptions of school-level professional learning communities and the
fourth section measured self-reported levels of burnout among educators.
I obtained the four questions that measured workplace characteristics from the 2020–
2021 National Teacher and Principal Survey. I measured the level of participation in PLCs and
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subsequent teacher-reported level of burnout through two widely known surveys: Professional
Learning Community Assessment-Revised (PLCA-R) and Maslach Burnout Educator’s survey
(MBI-ES). The Professional Learning Communities Assessment-Revised is a widely used tool
for measuring staff perceptions of professional learning communities at the school level. This
survey measures teacher perceptions of the six dimensions of PLCs: Shared and Supportive
Leadership, Shared Values and Vision, Collective Learning and Application, Shared Personal
Practice, Supportive Relationships, and Supportive Conditions. Widespread use of the PLCA-R
survey has yielded consistent results across each of the items measured in the survey (Southwest
Educational Development Laboratory, 2010).
The instrument used to measure burnout, specifically designed for educators, is the
Maslach Burnout Instrument – Educator’s Survey (MBI-ES). The Maslach Burnout Inventory
has been used to measure the construct of burnout for over 25 years. Gold (1981) and also
Maslach and Jackson (1981) determined that the constructs of the survey yield a high level of
reliability, each measuring the same concept across the three dimensions of burnout: emotional
exhaustion (EE), depersonalization (DP), and personal accomplishment (PA).
Participants and Sample
For this project, teachers are defined as educators in public schools licensed to teach
according to the New York State Department of Education. I surveyed primary and secondary
school teachers that currently teach in public schools throughout New York State in the 2021–
2022 school year. According to the New York State Education Department, there are currently
212,296 teachers across 4,411 public schools across New York. I chose New York State due to
its large number of districts and the large number of teachers employed by these districts.
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Data Collection
Prior to this study, the International Review Board (IRB) of Seton Hall University
approved the study (see Appendix D). Additionally, the publisher of the MBI-ES survey
provided copyright permission to use the survey (see Appendix E). The copyright permissions
for the PLCA-R survey are included in Appendix F.
As a part of the recruitment process, I obtained principal emails through the NYSED
website, which contained a directory of principal information for all principals throughout New
York State. I emailed all principals across New York State an introductory letter and description
of this study, along with instructions on how to forward this survey to all teachers in their
building. Principals that chose to help with this study forwarded the email to all teachers in their
building. Teachers that chose to participate in this study were taken to the survey introduction
and consent form. Teachers that consented to the study were provided with a secure link to
complete the survey. This study was distributed in electronic form through Qualtrics, an online
survey collection tool. The online survey was open from January 17, 2022, until March 5, 2022.
This study collected data from 272 primary and secondary teachers across New York
State. Out of the 4,411 principals emailed across New York State, 108 principal emails bounced,
bringing the total number of principals emailed to 4,403. Out of the 4,403 principals emailed, 62
of those forwarded this email to all teachers in their building. This equates to 1.4 percent of
principals across New York State that elected to forward this email to all the teachers in their
building. Out of the 3,158 teachers that worked at the 62 schools that participated, a total of 272
teachers responded. This equates to a 9 percent response rate. All teachers gained access to this
electronic survey through the email forwarded to them by their principals. Teachers that chose to
participate in the study were taken to the survey by clicking on the link.
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Instrumentation
This survey consisted of four sections: demographic information, workplace
characteristics, Maslach Burnout Inventory-Educators Survey (MBI-ES), and the Professional
Learning Communities Assessment – Revised (PLCA-R). The demographic section collected
information regarding participants' gender, school level taught, and number of years in the
profession. Survey items measuring workplace characteristics were adapted from the 2020–2021
National Teacher and Principal Survey and measured perceptions regarding the work
environment in their school building. The Maslach Burnout Inventory-Educators Survey and the
Professional Learning Communities Assessment-Revised are two previously created surveys that
are reliable and widely cited in the literature. Maslach Burnout Inventory Scale-Educator’s
survey measured each participant’s self-reported level of burnout based on the three dimensions
of burnout while the Professional Learning Communities Assessment-Revised measured each
participant's perception of professional learning communities at the school level. In this section, I
describe each portion of the survey in detail and its importance in answering this study’s research
questions.
Demographic Information. All participants were prompted to answer demographic
questions regarding gender, school level taught, and the number of years in the profession. The
first question prompted participants to select their gender based on the choices provided. The
second question asked participants to identify whether they primarily work with students at the
primary level (Grades K–6) or the secondary level (7–12). The final question collecting
demographic information asked participants to identify the total number of years they taught in
their current district.
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Workplace Characteristics. The four questions included in the second section of the
survey measured specific workplace characteristics of the participants' schools. These questions
were obtained from the 2020–2021 National Teacher and Principal Survey, which collects
information regarding what is happening in K–12 schools nationwide. The National Teacher and
Principal Survey is administered every three years to teachers and principals with the goal of
providing policymakers information about our nation’s public schools. This section of the survey
focuses on the working conditions of teachers nationwide. Each of the four questions prompted
participants to respond regarding their perceptions of support in their work environment.
Each of the four statements asked participants to respond to their level of
agreement/disagreement regarding the following workplace characteristics: student misbehavior,
parental support, necessary materials, and routine duties and paperwork. The four questions
prompted participants to respond to each statement using a 4-point Likert scale: Strongly
Disagree (1), Disagree (2), Agree (3), and Strongly Agree (4).
Maslach Burnout Inventory – Educator’s Scale. The Maslach Burnout Inventory is a
tool that measured the level of career burnout among educators. A widely recognized measure of
burnout, the Maslach Burnout Inventory has been used in research for over 25 years and includes
three questionnaires: the General Survey (MBI-GS), the Human Services Survey (MBI-HS), and
the Educator’s Survey (Maslach, 1981). The Maslach Burnout Educator’s Survey, unlike the
other measures of burnout, is designed to measure levels of job stress in relation to students. This
survey is different from MBI in that it targets individuals in the education field, including
teachers, teacher aides, and principals. I focused on the Educator’s Survey to measure the level
of burnout among career educators and on each of the three dimensions of burnout:
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I. Emotional Exhaustion (EE): Measures the level of feeling overextended in the
workplace, emotionally and physically (Maslach & Jackson, 1981).
II. Depersonalization (DP): Measures the negative attitudes and feelings that one has
towards the recipients of one’s treatment, care, or instruction (Maslach & Jackson,
1981)
III. Personal Accomplishment (PA): Measures feelings of achievement and
productivity in the workplace (Maslach & Jackson, 1981).
The Maslach Burnout Inventory Educators Survey (MBI-ES) is a 22-item Likert-style
survey that prompts participants to respond to each statement using a seven-point scale,
including options ranging from Never (1) to Everyday (7). Each of the items in the survey
corresponds to a specific level of burnout with items 1, 2, 3, 6, 8, 13, 14, 16, and 20
corresponding to the emotional exhaustion component of burnout, items 5, 10, 11, 22 with
depersonalization and items 4, 7, 9, 12, 17, 18, 19, and 21 corresponding with personal
accomplishment (Maslach et al., 1981). It is recommended that the responses of each component
of burnout be analyzed as a sum or average to gain a more accurate understanding of each
participant’s level of career burnout (Maslach et al., 1981). The MBI-ES survey and the range,
mean, and standard deviation from each survey question are included in Appendix B.
Professional Learning Community Assessment – Revised (PLCA-R). The
Professional Learning Community Assessment – Revised (PLCA-R) is a survey instrument
measuring staff perceptions of professional learning communities in their schools. The six
aspects of professional learning communities include: shared and supportive leadership, shared
values and vision, collective learning and application, shared personal practice, supportive
conditions (relationships), and supportive conditions (structures). Participants of the survey
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respond to each statement using a 4-point Likert scale: Strongly Disagree (1), Disagree (2),
Agree (3), and Strongly Agree (4) (Southwest Development Laboratory, 2010).
Each of the items in the survey corresponds to specific dimensions of professional
learning communities with items 1–11 corresponding to shared and supportive leadership, items
12–20 corresponding to shared values and vision, items 21–30 corresponding to collective
learning and application, items 31–37 corresponding to shared personal practice, items 38–42
corresponding to supportive conditions (relationships), and items 43–52 corresponding to
supportive conditions (structures) (Hipp & Huffman, 2010, p. 35). According to Hipp and
Huffman (2010), each dimension demonstrates the relative strengths and weaknesses of schoollevel practices within a professional learning community (Hipp & Huffman, 2010, p. 35). The
PLCA-R survey along with the range, mean, and standard deviation from each survey question is
included in Appendix A.
Reliability & Validity
Validity and reliability are essential constructs in conducting a well-rounded study.
Validity is the intent by which the tools used in a study retrieve data that measures what the
study is intended to measure. Different types of validity in quantitative studies include internal
validity, external validity, and construct validity. Reliability refers to the stability and
consistency of the data collected through the tools used in the study.
The Maslach Burnout Inventory, measuring burnout levels among school personnel, is a
reliable tool with a high level of construct validity. Construct validity refers to the extent to
which the tools of the study measure what they intend to measure (Flake et al., 2022). Since
teacher burnout is an intended measure of this study, this tool demonstrates a high level of
construct validity (Maslach, 1981). Cronbach’s alpha is one way that researchers measure
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reliability by measuring how closely items in the survey measure the same construct: in this case,
burnout (Flake et al., 2022). Maslach and Jackson (1981) reported Cronbach Alpha Reliability
scores ranging from .71 to .90, indicating a high level of reliability. Gold (1981) reported the
following consistency using Cronbach Reliability scores corresponding to each dimension of
burnout, which includes emotional exhaustion .87, depersonalization .76, and personal
accomplishment .84.
The instrument I utilized to measure professional learning communities, Professional
Learning Community Assessment – Revised (PLCA-R), has demonstrated a high level of
construct validity and reliability. Widespread use of the PLCA-R survey has yielded the
following internal consistency coefficients using Cronbach’s Alpha reliability coefficients:
Shared and Supportive Leadership (.94), Shared Values and Vision (.92), Collective Learning
and Application (.91), Shared Personal Practice (.87), Supportive Conditions (Relationships)
(.82), and Supportive Conditions (Structures) (.88) (Southwest Educational Development
Laboratory, 2010).
Alpha Coefficients
To measure reliability, I used Cronbach’s alpha to measure the internal consistency of the
items in each dimension of the PLCA-R (Professional Learning Communities AssessmentRevised) and MBI-ES (Maslach Burnout Inventory Educator’s Survey). I used Cronbach’s Alpha
to determine the extent to which certain items in each scale measure the same construct. The
purpose of Cronbach’s Alpha Reliability is to determine whether the responses of each item in
the survey measure what it is intended to measure. The alpha coefficients for each dimension of
burnout demonstrated acceptable values for emotional exhaustion (0.92), depersonalization
(0.72), and reduced personal accomplishment (0.78). This is similar to the alpha coefficients
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found in previous studies (Gold, 1981). The alpha coefficients for each dimension of the PLCAR demonstrated high values for Shared Leadership (0.92), Shared Vision (0.90), Collective
Learning and Application (0.93), Shared Personal Practice (0.90), Supportive Relationships
(0.90), and Supportive Structures (0.85). The alpha coefficients for the PLCA-R are similar to
those identified by previous researchers (Southwest Educational Development Laboratory,
2010). I used Cronbach’s alpha to measure the three dimensions of PLCs used in this study and
demonstrated high alpha coefficients for Shared Leadership and Vision (0.95), Collaboration
(0.95), and Supportive Structures (0.87).
Dimension Reduction
Analyzing large datasets presents challenges in data analysis, often making it difficult to
analyze the variables in the study. Since I collected a large amount of data from each participant,
I used dimension reduction to reduce the data set to smaller dimensions. Dimension reduction is
often important to consider when examining the phenomena of interest and is utilized to capture
different facets of burnout and PLCs. Using confirmatory factor analysis, a dimension reduction
technique, each of the data variables were reduced to different dimensions of burnout and PLCs.
I used confirmatory factor analysis to describe whether the results from this study
supported the three distinct factors in the MBI burnout construct. Confirmatory factor analysis
was first used to describe the factors in the MBI construct. The initial rotated PF solutions
extracted three-factor loadings with eigenvalues of 7.33, 2.53, and 0.97. Although the eigenvalue
for the third-factor loading is less than 1, the variance in the factor loadings suggests that three
distinct factors were evident in the MBI burnout portion of this survey. The scree plot in Figure 1
reinforces the construct of three distinct factors. This is evident because the first three factors in
the scree plot demonstrate a downward slope. After the third factor, the slope begins to level out
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and the variance between the factors is minimal. Therefore, the factor loadings suggest that this
analysis supports the three-factor model.
Figure 4
Screeplot of Eigenvalues for MBI

I used an orthogonal rotation to examine the factor loadings on each of the respective
factors for burnout. I retrained items that loaded to a factor with a coefficient of .4 (Costello &
Osborne, 2016), except for DP5 and PA4, which demonstrated factor loadings of 0.30 and 0.27,
respectively. I interpreted Factor 1 as emotional exhaustion. It was represented in nine survey
items (1, 2, 3, 6, 8, 13, 14, 16, 20). I interpreted Factor 2 as reduced personal accomplishment. It
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was represented by eight items in the survey (4, 7, 9, 12, 17, 18, 19, 21). I interpreted the third
factor as depersonalization. It was represented by five items in the survey (5, 10, 11, 15, 22).
Table 1
Factor Loadings MBI
Item
EE1
EE2
EE3
EE6
EE8
EE13
EE14
EE16
EE20
DP5
DP10
DP11
DP15
DP22
PA4
PA7
PA9
PA12
PA17
PA18
PA19
PA21

Factor Loadings
EE
0.87
0.85
0.84
0.51
0.88
0.79
0.69
0.33
0.75

PA

0.27
0.57
0.67
0.37
0.58
0.69
0.63
0.57

DP

0.30
0.59
0.53
0.45
0.42

I used factor analysis to describe whether the results from this study supported the six
constructs in the PLCA-R. I used confirmatory factor analysis to examine whether the data
collected supported the six dimensions of the PLCA-R. This extracted six rotated factor loadings
that demonstrated eigenvalues of 16.08, 2.90, 1.51, 1.47, 1.31, and 1.10. Although the
preliminary factor loadings suggest six distinct factors, further analysis of the scree plot suggests
three distinct factors, as opposed to six. The scree plot in Figure 2, demonstrates the first three
factors with a downward slope. After the third factor, the slope begins to level out and the
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variance between factors is minimal. Therefore, these factor loadings suggest that this analysis
supports the 3-factor model as opposed to the original 6-factor model.
Figure 5
Screeplot of Eigenvalues after PLCA-R

This 3-factor model is divergent from the proposed six dimensions of the PLCA-R. While
Olivier et al. (2006) argued the six distinct dimensions of the PLCA-R, there is evidence of
covariance between different dimensions of the PLCA-R. For example, Dogan et al. (2017)
found that collective learning and application and shared personal practice were closely related.
Dogan et al. (2017) found that dimensions of the PLCA-R could measure the same PLC
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construct. The covariance among the dimensions in the PLCA-R suggests that the three-factor
model should be examined in future research.
I conducted confirmatory factor analysis for three distinct constructs. I rotated the factor
loadings orthogonally and demonstrated eigenvalues of 20.67, 3.70, and 1.78. The first factor,
collaboration, includes the Collective Learning and Application, Shared Personal Practice, and
Supportive Structures sections of the PLCA-R. This factor represents support from colleagues in
the workplace. The second factor, Shared Leadership Vision, includes the Shared Leadership and
Shared Values sections of the PLCA-R. This factor includes support from administration and
value alignment between the individual and the organization. The third factor, Supportive
Structures, includes the Supportive Structures section of the PLCA-R and represents the structure
of the job and organization.
Table 2
Factor Analysis PLCA-R
Item
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23

Collaboration

0.41

0.62
0.54
0.67
0.51

Shared Leadership &
Vision
0.62
0.63
0.51
0.55
0.54
0.61
0.61
0.59
0.59
0.45
0.51
0.46
0.33
0.54
0.57
0.38
0.40
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Supportive Structures

0.90

24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51

0.75
0.36
0.60
0.62
0.73
0.73
0.31
0.53
0.60
0.63
0.41
0.62
0.58
0.29
0.37
0.37
0.54
0.62

0.41
0.40
0.35
0.26
0.37
0.27
0.33
0.49
0.54
0.41

Data Analysis
The level of teacher perceptions of professional learning communities in schools served
as the primary independent variable. In addition to PLCs, collaboration, supportive structures,
and shared leadership and vision served as independent variables. Independent variables included
in research question three include gender, number of years in the profession, school level taught,
and workplace characteristics. I represented number of years as a continuous variable, where
participants were asked to enter the number of years they have been teaching in their current
district. School level taught served as a nominal categorical variable, where teachers indicated
whether they primarily teach students at the primary level, Grades K–6, or at the secondary level,
Grades 7–12. Workplace characteristics served as a categorical variable, where participants were
asked to identify whether they agreed or disagreed with specific statements regarding their work
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environment. Finally, participants self-reported levels of burnout served as the dependent
variable in this study.
The first research question examined whether a relationship exists between professional
learning communities and burnout. I created composite variables for professional learning
communities and burnout level, utilizing dimension reduction. To reduce each dataset to one
variable, I conducted a confirmatory factor analysis to establish one distinct variable for MBI
and one variable for PLCs. Following confirmatory factor analysis, I renamed each variable to
reflect each distinct construct. I used dimension reduction to reduce each dataset to one variable
to conduct a simple regression analysis to determine whether a relationship existed between
PLCs and MBI. Then, I conducted three simple regressions, where each dimension of burnout
served as a dependent variable. This was meant to examine whether PLCs served as predictors of
specific dimensions of burnout.
𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵𝐵 = 𝛽𝛽0 + 𝛽𝛽1 𝑷𝑷𝑷𝑷𝑷𝑷 + 𝜀𝜀

𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸 𝐸𝐸𝐸𝐸ℎ𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎 = 𝛽𝛽0 + 𝛽𝛽1 𝑷𝑷𝑷𝑷𝑷𝑷 + 𝜀𝜀
𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷 = 𝛽𝛽0 + 𝛽𝛽1 𝑷𝑷𝑷𝑷𝑷𝑷 + 𝜀𝜀

𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅 𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃 𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴ℎ𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚 = 𝛽𝛽0 + 𝛽𝛽1 𝑷𝑷𝑷𝑷𝑷𝑷 + 𝜀𝜀

The second research question examined the relationship between specific dimensions of
PLCs and burnout. To address this research question, I created three composite variables for
PLCs, using confirmatory factor analysis. The first composite variable, Collaboration, includes
the Collective Learning and Application, Shared Personal Practice, and Supportive Structures
sections of the PLCA-R. The second composite variable, Shared Leadership Vision, includes the
Shared Leadership and Shared Vision sections of the PLCA-R. The third composite variable,
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Supportive Structures, includes the Supportive Structures dimension of the PLCA-R. I created
composite variables for each dimension of burnout, including Emotional Exhaustion (EE),
Personal Accomplishment (PA), and Depersonalization (DP). After creating composite variables
for each dimension of PLCs and burnout, I used a multiple regression to determine whether
relationships exist between specific dimensions of PLCs and career burnout. Factor analysis,
pairwise correlations were conducted to determine the relationship between each of the variables.
𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸ℎ𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎 = 𝛽𝛽0 + 𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 +
𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝜀𝜀
𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝑜𝑜𝑜𝑜

= 𝛽𝛽0 + 𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺

+ 𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝜀𝜀

𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃ℎ𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚

= 𝛽𝛽0 + 𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺

+ 𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝜀𝜀

Research question three examined the relationship between PLCs, gender, school level
taught, years of experience, workplace characteristics, and reported level of burnout. To address
this research question, I conducted four multiple regression analyses to determine whether
demographic and workplace variables moderated the relationship between burnout and PLCs.
𝑀𝑀𝑀𝑀𝑀𝑀 = 𝛽𝛽0 + +𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺

+ 𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽4 𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮 + 𝛽𝛽5 𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀

+ 𝛽𝛽6 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽7 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽8 𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺
+ 𝛽𝛽9 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽10 𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱 + 𝜀𝜀
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𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸𝐸 𝐸𝐸𝐸𝐸ℎ𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎𝑎

= 𝛽𝛽0 +𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺

+ 𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐𝒐 + 𝛽𝛽4 𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮 + 𝛽𝛽5 𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀

+ 𝛽𝛽6 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽7 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽8 𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺
+ 𝛽𝛽9 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽10 𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱 + 𝜀𝜀

𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝐷𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛𝑛

= 𝛽𝛽0 +𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺

+ 𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽4 𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮 + 𝛽𝛽5 𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀

+ 𝛽𝛽6 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽7 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽8 𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺
+ 𝛽𝛽9 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽10 𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱 + 𝜀𝜀

𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅𝑅 𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃𝑃 𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴𝐴ℎ𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚

= 𝛽𝛽0 +𝛽𝛽1 𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪𝑪 + 𝛽𝛽2 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝒂𝒂𝒍𝒍𝒍𝒍𝒍𝒍𝒍𝒍

+ 𝛽𝛽3 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽4 𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮𝑮 + 𝛽𝛽5 𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀𝒀

+ 𝛽𝛽6 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 + 𝛽𝛽7 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽8 𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷𝑷 𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺𝑺
Limitations

+ 𝛽𝛽9 𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴𝑴 + 𝛽𝛽10 𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱𝑱 + 𝜀𝜀

One limitation of this study was that the data was collected through surveys. Survey data
was collected based on teachers' perceptions of their participation in PLCs and level of burnout.
Another limitation was the sample size of this study. The sample size only included teachers that
taught in schools in New York State. Since the results of the study drew on data from a specific
geographic location, the results of the study may not be generalized across an entire population.
Third, this data was only collected once, rather than over time. Although collecting longitudinal
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data would be effective in understanding how PLCs play a role in reducing teacher burnout over
time, it will not be feasible for this study.
Additional limitations include non-response bias, which can occur when participants
choose not to participate in the study. For example, teachers that had lower levels of burnout may
have had more positive feelings regarding the work environment and be more motivated to
complete a survey sent out by their principals. These teachers are also more likely to be more
involved with developing professional learning communities in their schools. Teachers with
higher feelings of burnout may have more negative perceptions of the work environment and
their administration and be less likely to take the survey. Therefore, it is possible that teachers
with lower levels of burnout were more likely to take the survey, and teachers experiencing
higher levels of burnout were more likely to disregard the survey sent by their building leaders.
Given that the response rate was less than 10 percent, it is likely that the results from this study
do not generalize the feelings of the population of teachers across New York State. Therefore,
more research is needed in this area.
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CHAPTER 4: RESULTS
I measured the relationship between professional learning communities and reported
levels of burnout among teachers in New York. I included descriptive statistics to analyze the
subscales of professional learning communities and burnout. I used dimension reduction,
pairwise correlations, and regression analysis to calculate the relationship between teacherreported levels of burnout and perceptions of school-level professional learning communities.
Descriptive Statistics
I included the descriptive statistics of this study as part of the data analysis. This was
based on the participants’ years of experience teaching in their current district, current school
level taught, and gender. Table 3 demonstrates a comparison between this study’s sample
population and the New York State teacher population. Table 3 demonstrates similarities
between the demographic characteristics of the sample population of this survey and teachers
across New York. These similarities indicate that the sample population is representative of the
teacher population across New York. Therefore, this strengthens the findings of this study.
Table 3
Comparison of Sample Population Demographics and New York State Teacher Demographics
Population

Number

Male

Female

New York

264, 336

25.03%
(66,183)

74.97%
(198,153)

Current Sample

272

17.71% (41)

82.89 (223)
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Years of
Experience
1-10: 40%
(105,778)
11-20: 32.8%
(86,808)
21-30: 22.9%
(60,646)
30 or more: 4.2%
(11,104)
1-10: 38.97% (86)
11-20: 31.62% (86)
21-30: 26.47% (72)
30 or more: 2.94%
(8)

I used data from a total of 272 participants. Of those participants, 41 (N=41) were male,
223 (N=223) were female, and one chose not to respond. This equates to 17.71% of the sample
population comprised of males and 82.29% of females. Regarding school level taught, 136
participants reported teaching at the primary level (Grades K–6) while 136 teachers reported
teaching at the secondary level (Grades 7–12). This equates to 50% of participants teaching at
the primary level and 50% at the secondary level.
Table 4
Descriptive Statistics
Characteristic
Sex
Male
Female
School Level
Primary (Grades K-6)
Secondary (Grades (7-12)
Total Years of Experience in
Current School
1–10
11–20
21–30
30 or more

Number

Percent

41
223

17.71
82.29

136
136

50
50

106
86
72
8

38.97
31.62
26.47
2.94

Research Questions
I examined the relationship between professional learning communities and teacher
burnout based on three research questions.
RQ1: Is there a relationship between teachers' perceptions of professional learning
communities and teacher burnout?
RQ2: Are there differences in teacher’s reported level of burnout based on their
experiences with specific dimensions of professional learning communities?
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RQ3: Is there a relationship between specific dimensions of professional learning
communities and burnout when controlling for demographic factors and workplace
characteristics?
Results for RQ1
The first research question in this study examined the relationship between professional
learning communities and overall career burnout. I used simple regression analysis to test for the
relationship between professional learning communities (PLCA-R) and career burnout (MBI).
This revealed a statistically significant relationship between school-level professional learning
communities and reported levels of burnout.
Table 5 provides a regression of the various dimensions of burnout and PLCs. The first of
four columns in Table 5 demonstrate a simple regression with burnout (MBI) as a whole and
PLCs. The remaining columns in Table 5 demonstrate the regression analysis between each
dimension of burnout and PLCs. The first regression analysis revealed a one-unit increase in
teacher perceptions of school-level PLCs and a -0.498 unit decrease in reported levels of burnout
among teachers. The standard error for PLCs is .0554, indicating that the data points are close to
the regression line. The first model presents an R-squared value of .256, which indicates that
25.6% of the variance in MBI could be explained by PLCs. This relationship is statistically
significant as the p-value is less than .05, indicating that teacher perceptions of school-level
PLCs serve as predictors of burnout levels among educators. The negative relationship between
professional learning communities (PLCs) and burnout suggests that school-level PLCs may
serve as resources for educators.
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Table 5
PLCs and Burnout Regression Analysis
VARIABLES
PLC
Constant
Observations
R-squared

(1)
MBI

(2)
Emotional
Exhaustion

(3)
Depersonalization

(4)
Reduced Personal
Accomplishment

-0.498***
(0.0554)
-0.00473
(0.0548)

-0.452***
(0.0565)
-0.0164
(0.0559)

-0.188***
(0.0550)
0.0121
(0.0544)

-0.116*
(0.0589)
0.0116
(0.0582)

236
0.256

236
0.214

236
0.047

236
0.016

Standard errors in parentheses; *** p<0.01, ** p<0.05, * p<0.1

To further explore this relationship, I conducted three simple linear regressions to
examine whether specific dimensions of burnout were differentially related to PLCs. The second
column in Table 5 demonstrates a detailed analysis between PLCs and Emotional Exhaustion.
This coefficient indicates that a one-unit increase in teacher perceptions of school level PLCs is
associated with a .452-unit decrease in reported levels of Emotional Exhaustion among teachers.
The standard error of 0.0565 indicates that the data points are close to the regression line. The rsquared value of 0.214 indicates that 21.4 percent of the variance could be explained by the
variables in this model. Furthermore, the p-value is less than 0.05, indicating a statistically
significant relationship between PLCs and the Emotional Exhaustion component of burnout. This
model indicates that teacher perceptions of PLCs are significant predictors of Emotional
Exhaustion. Specifically, teachers who perceive higher levels of PLCs in their building report
lower levels of Emotional Exhaustion. This negative relationship further reinforces the idea that
building-level PLCs have the potential to serve as resources among educators.
The analysis in Table 5 demonstrates the relationship between PLCs and the
Depersonalization component of burnout. This coefficient in the third column indicates that a
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one-unit increase in teacher perceptions of school-level PLCs is associated with a –0.188
decrease in reported levels of Depersonalization among teachers. The standard error of 0.0550
indicates that the data points are close to the regression line. The r-squared value of 0.047
indicates that 4.7 percent of the variance could be explained by the variables in this model. The
p-value is less than 0.05, indicating a statistically significant relationship between PLCs and
Depersonalization. This indicates that teachers that identify higher levels of PLCs are associated
with lower levels of depersonalization.
The last column in Table 5 details the relationship between the Reduced Personal
Accomplishment dimension of burnout and school-level PLCs. This model shows no statistical
significance at the conventional p-value of 0.05. While the relationship between PLCs and
personal accomplishment is not statistically significant, this analysis revealed a statistically
significant relationship between PLCs and Emotional Exhaustion as well as PLCs and
Depersonalization. Although PLCs and reduced personal accomplishment were not significantly
related, some dimensions of PLCs are related to this dimension of burnout. Given that higher
levels of PLCs are associated with lower levels of burnout, specifically Emotional Exhaustion
and Depersonalization, PLCs may serve as resources to educators to help counter the effects of
burnout according to the Job-Demands Resource Model. The results of research question two
provide more detail as to which dimensions of PLCs are strongly related to specific dimensions
of burnout.
Results for RQ2
The second research question examined whether specific dimensions of burnout are
differentially related to different dimensions of PLCs. Rather than examining PLCs as a whole,
this research question examines the different dimensions of PLCs and their relationship to
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different components of burnout. I conducted pairwise correlations and multiple regression
analysis to analyze the relationship between different dimensions of burnout with different
dimensions of Professional Learning Communities (PLC). The dimensions of burnout in the
pairwise correlations included Emotional Exhaustion, Depersonalization, and Personal
Accomplishment. The dimensions of professional learning communities in the pairwise
correlation were Collaboration, Shared Leadership, and Supportive Structures.
The Pearson’s correlation coefficient, included in pairwise correlations in Table 6, is used
to determine the strength of the relationship and ranges in value from -1 to 1. Pearson
coefficients that range from 0.0 to 0.3 demonstrate a weak relationship, while coefficients
ranging from 0.3 to 0.7 demonstrate a moderate relationship and coefficients ranging from 0.7 to
1.0 demonstrate strong relationships.
The pairwise correlations in Table 6 demonstrate a statistically significant correlation
between the Emotional Exhaustion component of burnout and each dimension of PLCs, which
include Collaboration, Shared Leadership and Vision, and Supportive Structures. The
Collaboration dimension of PLCs has a correlation coefficient of –0.1755, demonstrating a
negative relationship between collaboration and emotional exhaustion. Given that the correlation
coefficient for collaboration is less than -0.3, this demonstrates a weak relationship between
these two factors. Since the relationship between Collaboration and Emotional Exhaustion is
statistically significant, we can conclude that teachers reporting higher levels of Collaboration
within their school building are associated with lower levels of Emotional Exhaustion.
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Table 6
Pairwise Correlations
(1)
Emotional Exhaustion

(2)
Depersonalization

Collaboration

-0.1755
0.0069
236

-0.2029
0.0017
236

(3)
Reduced Personal
Accomplishment
-0.1642
0.0115
236

Shared Leadership &
Vision

-0.3681
0.0000
236

-0.0562
0.3904
236

0.0302
0.6441
236

Supportive Structures

-0.3412
0.0000
236

-0.1368
0.0357
236

-0.1054
0.1064
236

Standard errors in parentheses; *** p<0.01, ** p<0.05, * p<0.1

The first column in Table 6 demonstrates a statistically significant relationship between
Emotional Exhaustion and Shared Leadership and Vision, as well as the Supportive Structures
dimensions of PLCs. The correlation coefficient between the two dimensions of PLCs are close
in value, with shared leadership and vision exhibiting a correlation coefficient of -0.3681 and
Supportive Structures exhibiting a correlation coefficient of -0.3412. Both dimensions of PLCs
exhibit a correlation coefficient greater than 0.3, demonstrating a moderate relationship between
the Supportive Structures and Shared Leadership and Vision variables with the emotional
exhaustion component of burnout. Therefore, teachers that report lower levels of Emotional
Exhaustion are associated with positive perceptions of Shared Leadership and Vision as well as
Supportive Structures. Overall, the three dimensions of PLCs are negatively correlated with
exhaustion, demonstrating that teachers reporting higher levels of emotional exhaustion tend to
report more negative perceptions of PLCs at the school level. This indicates that all three
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dimensions of PLCs may serve as resources to educators and may help to counter Emotional
Exhaustion.
The second column in Table 6 shows that the collaboration and supportive structures
components of PLCs are related to the depersonalization dimension of burnout, suggesting that
these elements of PLCs could potentially serve as job resources for educators. This may be
because individuals that interact with colleagues through different collaborative efforts are more
likely to feel a sense of belonging and attachment to the workplace, thus decreasing feelings of
depersonalization. The correlation coefficient for supportive structures is -0.1368, while the
correlation coefficient for collaboration is -0.2029, demonstrating a negative relationship
between these two variables and depersonalization. Although the correlation coefficient for both
dimensions of PLCs exhibit a value that is less than 0.3, demonstrating a weak relationship
between the variables, these results are statistically significant. Therefore, we can assume that
teachers reporting higher levels of collaboration and supportive structures are more likely to
exhibit lower levels of depersonalization, reinforcing the notion that these elements of PLCs
provide resources to educators that could counter the effects of burnout.
To further explore research question two, I used three multiple regression analyses to
determine the relationship between each dimension of PLCs and each specific dimension of
burnout. The regressions in Table 7 include additional R-squared values for each dimension of
burnout, which shows how much the variance in burnout could be explained by the dimensions
of PLCs. Table 7 includes each dimension of burnout, emotional exhaustion, depersonalization,
and reduced personal accomplishment, as primary dependent variables. The regression in column
1, which analyzes the relationship between emotional exhaustion and each dimension of PLCs
shows a statistically significant relationship between each of the three independent variables,
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which includes collaboration, shared leadership, and vision as well as supportive structures.
Similar to the pairwise correlations in Table 7, teachers reporting higher levels of shared
leadership, collaboration, and supportive structures are associated with lower levels of burnout.
The r-squared value of 0.267 indicates that 26.7 percent of the variance could be explained by
the variables in this model. Teachers that reported more negative perceptions of professional
learning communities within their school building also reported higher levels of emotional
exhaustion.
Table 7
Multiple Regression Analysis of the Dimensions of Professional Learning Communities and
Emotional Exhaustion, Depersonalization, and Reduced Personal Accomplishment
(1)

(2)

(3)

VARIABLES

Emotional Exhaustion

Depersonalization

Reduced Personal
Accomplishment

Collaboration

-0.162***
(0.0556)
-0.346***
(0.0557)
-0.338***
(0.0593)
-0.0187
(0.0543)

-0.174***
(0.0556)
-0.0404
(0.0557)
-0.122**
(0.0593)
0.0149
(0.0542)

-0.150**
(0.0593)
0.0353
(0.0594)
-0.102
(0.0632)
0.0155
(0.0578)

236
0.267

236
0.061

236
0.039

Shared Leadership Vision
Supportive Structures
Constant
Observations
R-squared

Standard errors in parentheses; *** p<0.01, ** p<0.05, * p<0.1

The second column in Table 7 centers around the Depersonalization dimension of
burnout as the primary dependent variable. The second column indicates a statistically
significant relationship between Depersonalization and Collaboration and between
Depersonalization and Supportive Structures. The r-squared value of 0.061 indicates that 6.1
percent of the variance in Depersonalization could be explained by the variables in this model.
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This r-squared value is much lower than that of Emotional Exhaustion, meaning that there are
other unknown variables that could account for the variation in depersonalization. While the rsquared value is lower, the regression analysis in Table 6 suggests that teachers reporting higher
levels of collaboration and supportive structures tend to demonstrate lower levels of
depersonalization or feelings of indifference in the workplace. Given the statistically significant
relationship between depersonalization and supportive structures and collaboration, these
elements of professional learning communities may serve as resources to teachers and could
mitigate levels of depersonalization among staff.
The regression in Table 7 demonstrates the relationship between reduced personal
accomplishment and the collaboration, supportive structures, shared leadership, and vision
dimensions of PLCs. This regression analysis reveals a statistically significant correlation
between collaboration and reduced personal accomplishment. Therefore, holding all else
constant, a one-unit increase in teacher perceptions of collaboration is associated with a 0.150
decrease in teachers' reported levels of reduced personal accomplishment in the work
environment. The r-squared value is 0.039, significantly less than that demonstrated in the first
two columns. This r-squared value indicates that 3.9% of the variance in reduced personal
accomplishment can be explained by collaboration, which indicates that other factors may
influence teachers’ feelings of reduced personal accomplishment. These findings suggest that
collaboration in the workplace may serve as resources for teachers.
While Shared Leadership and Vision and Supportive Structures are significantly related
to only certain dimensions of burnout, the collaboration dimension of PLCs is significantly
correlated to each dimension of burnout, suggesting that feelings of burnout can predict teacher
perceptions of collaboration in the work environment. Therefore, this suggests that collaboration
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is not only a strong predictor of emotional exhaustion, depersonalization, and reduced personal
accomplishment but can also serve as a resource for teachers in the building.
Results for RQ3
The third research question examines whether the above results are sensitive to specific
demographic and workplace characteristics. While the previous research questions focused on
different dimensions of PLCs and burnout, this research question controlled for different
demographic and workplace factors. This research question examined whether including specific
workplace characteristics could influence teachers’ perceptions of PLCs and subsequent levels of
burnout. Table 8 includes a detailed analysis of MBI and its relationship to different dimensions
of PLCs, demographic characteristics, and workplace variables. The t-tests in Appendix C
demonstrate that there is a relationship between PLC constructs and workplace characteristics.
The T-test (Appendix C) was conducted to determine if dimensions of PLCs were related
to different workplace characteristics. This demonstrated a relationship between supportive
structures and all three workplace characteristics: student misbehavior, parental support, access
to materials, and routine duties. Similar to the supportive structures dimension of PLCs, the
shared leadership dimension was related to all four workplace characteristics. The collaboration
dimension of PLCs was only related to workplace characteristics that included parental support
and routine duties. Given that dimensions of PLCs and workplace characteristics serve as
predictors in the regression, this could lead to larger standard errors since it is unclear which
variables account for the variation in burnout. The relationship between PLCs and workplace
characteristics suggests that workplace characteristics may be an important component in the
success of PLCs. More information on the relationships between dimensions of PLCs and
workplace characteristics are found in Appendix C.
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Table 8
Regression Analysis of the Dimensions of Professional Learning Communities, Demographic
Variables, Workplace Characteristics, and Burnout
VARIABLES

MBI

Emotional
Exhaustion

Depersonalization

Reduced Personal
Accomplishment

Collaboration

-0.211***
(0.0521)
-0.190***

-0.103*
(0.0529)
-0.235***

-0.183***
(0.0570)
-0.0114

-0.153**
(0.0604)
0.0470

(0.0546)
-0.209***

(0.0555)
-0.170***

(0.0598)
-0.0712

(0.0634)
-0.106

(0.0596)
0.124
(0.137)
0.0420
(0.109)
-0.0107*
(0.00570)
0.378***

(0.0606)
0.283**
(0.139)
-0.0931
(0.111)
0.000314
(0.00579)
0.349***

(0.0652)
-0.0814
(0.149)
0.202*
(0.119)
-0.0124**
(0.00623)
0.0945

(0.0692)
-0.265*
(0.159)
0.127
(0.126)
-0.0185***
(0.00661)
0.128

(0.106)
-0.312***

(0.108)
-0.304***

(0.116)
-0.0533

(0.123)
-0.0929

(0.106)
-0.136

(0.108)
-0.105

(0.116)
-0.230

(0.123)
0.139

(0.133)
0.411***

(0.135)
0.417***

(0.146)
0.0867

(0.155)
0.0567

Constant

(0.111)
-0.143
(0.206)

(0.112)
-0.385*
(0.209)

(0.121)
0.254
(0.225)

(0.128)
0.262
(0.239)

Observations
R-squared

235
0.434

235
0.402

235
0.112

235
0.099

Shared Leadership
Vision
Supportive
Structures
Gender
School Level
Years of Experience
Student Misbehavior
(q4_1wc)
Parental Support
(q4_2wc)
Access to Materials
(q4_3wc)
Routine Duties
(q4_4wc)

Standard errors in parentheses; *** p<0.01, ** p<0.05, * p<0.1

The regression analysis in Table 8 revealed that no statistical significance in the
relationship between MBI and demographic variables, which includes gender, school level, and
years of experience. Given the multiple variables incorporated into this regression, this analysis
still indicated a statistically significant relationship between burnout across various dimensions
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of PLCs, including collaboration, shared leadership and vision, and supportive structures. The
unstandardized beta coefficients are highlighted in the table below and include coefficients of 0.211 (collaboration), -0.190 (shared leadership vision), and -.209 (supportive structures). The
collaboration dimension of PLCs demonstrated the largest beta coefficient. The R-squared value
in the first column is .434, which reveals that 43.4% of the variance in MBI could be explained
by the variables in this model.
The negative relationship between emotional exhaustion and all three dimensions of
professional learning communities suggests that PLCs may serve as resources to educators.
Holding all else constant, a one-unit increase in teacher perceptions of collaboration is associated
with a 0.211 decrease in reported levels of emotional exhaustion. These findings are consistent
with the findings in research question two and reveal that participants reporting higher levels of
burnout are associated with lower levels of collaboration in the workplace. This negative
relationship is evident in the shared leadership and vision and supportive structures dimensions
of PLCs. For example, holding all else constant, a one-unit increase in teacher perceptions of
shared leadership and vision at the school level is associated with a 0.190-unit decrease in
reported levels of emotional exhaustion. Similarly, a one-unit increase in teacher perceptions of
supportive structures at the school level is associated with a .209-decrease in emotional
exhaustion. These findings indicate that higher levels of burnout among participants are
predictive of lower levels of PLCs at the school level, further reinforcing that PLCs may serve as
resources to educators in the building.
This analysis shows a statistically significant relationship between lower workplace
demands and career burnout. While teachers with greater access to materials, including
textbooks, curricular tools, and supplies, were not statistically significant predictors of burnout,
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this analysis demonstrates that work demands, including student misbehaviors, lack of parental
support, and routine job duties, were significant predictors of burnout. The table below shows
that teachers that received a great deal of parental support were associated with higher levels of
burnout. Holding all else constant, teachers that received parental support, on average, reported
levels of burnout that were .312 units lower than teachers that did not receive support from the
parents of the students that they worked with. The p-value is less than .05, indicating that the
relationship between burnout and parental support is statistically significant. Given that student
misbehaviors, lack of parental support, and routine job duties were all associated with higher
levels of burnout, these workplace characteristics may serve as potential job demands.
To further explore my third research question, I conducted three multiple regression
analyses with each subscale of burnout serving as the dependent variable. The first multiple
regression analysis included emotional exhaustion as the dependent variable. The second model
in Table 8, which designated emotional exhaustion as the dependent variable, demonstrated an
R-squared value of 0.40, indicating that 40% of the variance in emotional exhaustion could be
explained by the variables in this model.
The regression analysis demonstrated that the Shared Leadership Vision and Supportive
Structures dimensions of PLCs served as significant predictors of emotional exhaustion. The
coefficient of -0.235 indicated that, holding all else constant, a one-unit increase in teacher
perceptions of shared leadership and vision was associated with a 0.235 decrease in teachers'
reported levels of emotional exhaustion. Similarly, the supportive structures dimension of PLCs
exhibited an unstandardized beta value of -0.170, which indicated that, holding all else constant,
a one-unit increase in teacher perceptions of supportive structures was associated with a 0.162
decrease in reported levels of emotional exhaustion. The analysis in Table 7 demonstrated that
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the relationship between supportive structures and emotional exhaustion as well as shared
leadership and values and emotional exhaustion were statistically significant, each with a p-value
below .05.
This analysis revealed a statistically significant relationship between specific workplace
demands and the emotional exhaustion component of career burnout. While teachers with greater
access to materials was not a statistically significant predictor of emotional exhaustion, this
analysis demonstrated that work demands, which include student misbehaviors, lack of parental
support, and routine job duties, were significant predictors of emotional exhaustion. Table 6
shows that teachers that received a great deal of parental support were associated with lower
levels of emotional exhaustion. Holding all else constant, teachers that receive a great deal of
parental support, on average, have a reported level of burnout that is .349 units lower than
teachers that did not receive support from the parents of the students that they worked with. The
p-value is less than .05, indicating that the relationship between parental support and emotional
exhaustion is statistically significant.
The third column in Table 8 examined depersonalization as the primary dependent
variable. The model in the table below demonstrated an R-squared value of 0.112, indicating that
11.2% of the variance in depersonalization could be explained by the variables in this model. Out
of the ten variables tested in this analysis, two of the variables, collaboration and teachers’ years
of experience, were significant predictors of depersonalization. The collaboration variable
demonstrated an unstandardized beta coefficient of -0.183, signaling a negative relationship
between collaboration and depersonalization. Additionally, the coefficient for years of
experience was -0.0124, which shows a negative relationship with depersonalization. Overall,
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teachers with more years of experience and teachers that reported lower levels of collaboration in
their schools were associated with higher levels of depersonalization.
The fourth regression analysis in Table 8 exhibits reduced personal accomplishment as
the primary dependent variable. This model has an R-squared value of 0.099, indicating that
9.9% of the variance in reduced personal accomplishment could be explained by the variables in
this model. Similar to previous findings that established a statistically significant relationship
between reduced personal accomplishment and collaboration, two of the variables, collaboration
and teacher years of experience, were significant predictors of reduced personal accomplishment.
The collaboration variable demonstrated an unstandardized beta coefficient of -0.153, signaling a
negative relationship between collaboration and reduced personal accomplishment. The
unstandardized beta coefficient for teacher years of experience was -0.0185, which shows an
inverse relationship with reduced personal accomplishment. Overall, teachers with more years of
experience and teachers that reported lower levels of collaboration in their schools were
associated with levels of personal accomplishment.
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Chapter 5: Discussion
This chapter discusses the quantitative findings of this study’s research questions.
RQ1: Is there a relationship between teachers' perceptions of professional learning
communities and teacher burnout?
RQ2: Are there differences in teacher’s reported level of burnout based on their
experiences with specific dimensions of professional learning communities?
RQ3: Is there a relationship between specific dimensions of professional learning
communities and burnout when controlling for demographic factors and workplace
characteristics?
Results for RQ1
To answer this study’s first research question, I conducted four simple regression
analyses between the independent variable of PLCs and the dependent variables, which included
MBI, emotional exhaustion, depersonalization, and personal accomplishment. Three of the four
burnout variables tested proved statistically significant and showed that school-level professional
learning communities are predictors of burnout among K–12 teachers.
Teachers that agreed that higher levels of professional learning communities were
prevalent in their schools were associated with lower levels of burnout (MBI). More specifically,
teachers that identified high levels of professional learning communities in their schools were
associated with lower levels of emotional exhaustion and depersonalization dimensions of
burnout. Therefore, teachers that demonstrated more negative perceptions of school-level PLCs
tended to report higher, more frequent levels of burnout. While school-level PLCs served as a
predictor of emotional exhaustion and depersonalization, PLCs did not serve as a statistically
significant predictor of reduced personal accomplishment.
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We could infer that high-quality professional learning communities in schools have the
potential to provide resources to educators. In establishing professional learning communities,
teachers may feel better equipped to handle their workload, which may lead to reduced feelings
of burnout. Teachers that reported higher levels of PLCs were associated with lower levels of
emotional exhaustion and depersonalization components of burnout. Therefore, teachers that
identified and participated in PLCs at the school level felt better equipped to handle the demands
of the workplace and were less likely to distance themselves from others in the workplace.
Results for RQ2
While research question one established the relationship between PLCs and burnout,
research question two explored the relationship between which specific dimensions of PLCs
predicted specific dimensions of burnout. To answer the study’s second research question, I
utilized pairwise correlations and multiple regression analysis. I used these analyses to determine
whether specific dimensions of PLCs were differentially related to specific dimensions of
burnout. The pairwise correlations revealed that statistically significant correlations are evident
between the collaboration dimension of PLCs and each dimension of career burnout. In fact,
collaboration was the only dimension of PLCs associated with all three dimensions of burnout.
Teachers who agreed that collaboration was prevalent in their schools were associated with
lower levels of emotional exhaustion, depersonalization, and reduced personal accomplishment.
The pairwise correlations show that a statistically significant relationship existed between
shared leadership values and emotional exhaustion. Therefore, a greater sense of shared
leadership and values at the school level were associated with lower levels of emotional
exhaustion. The third dimension of PLCs, Supportive Structures, is also significantly correlated
to emotional exhaustion and depersonalization. Teachers that identified the prevalence of shared
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leadership and values were associated with lower levels of emotional exhaustion and
depersonalization. Emotional exhaustion is the only dimension of burnout significantly
associated with all three dimensions of PLCs.
The results from research question two demonstrate that collaboration is the most
significant predictor of all three dimensions of burnout. This suggests that collaborative
structures within schools could serve as resources to teachers and work to build capacity among
staff. The emotional exhaustion component of burnout is the only dimension that was
significantly associated with each dimension of PLCs. This suggests that teachers that report
more positive perceptions of PLCs are associated with lower levels of emotional exhaustion and
tend to feel less used up and exhausted at the end of the workday.
Results for RQ3
To answer the study’s third and final research question, I utilized multiple regression
analysis to determine the relationship between career burnout and PLCs when controlling for
demographic and workplace characteristics. The first multiple regression analysis, in which the
participants' total MBI score served as the dependent variable, shows that PLCs and specific
workplace characteristics were significantly related to teachers' reported level of career burnout.
Teachers that reported higher levels of PLCs in their building were associated with lower levels
of burnout. Teachers that reported higher levels of parental support, lower incidences of student
behavior, and routine duties were associated with lower levels of burnout.
Out of the three dimensions of burnout, PLCs are the strongest predictor of emotional
exhaustion. The shared leadership and vision as well as the supportive structures dimensions of
PLCs are the only dimensions that proved to be significant predictors of emotional exhaustion.
Teachers who reported higher levels of shared leadership and vision as well as supportive

76

structures were related to lower levels of emotional exhaustion. Teachers that reported greater
parental support, lower incidences of student behavior, and routine duties were also associated
with lower levels of emotional exhaustion. The results from this analysis prove that specific
dimensions of PLCs and certain workplace characteristics have the potential to mitigate
emotional exhaustion among educators.
The collaboration dimensions of PLCs were significantly related to the depersonalization
and reduced personal accomplishment dimensions of burnout. Teachers who reported higher
levels of collaboration were associated with lower levels of depersonalization and reduced
personal accomplishment. This is similar to the findings from research question two, where
collaboration served as a predictor of depersonalization and personal accomplishment. Teachers
with more years of experience tended to report lower levels of depersonalization and reduced
personal accomplishment. While collaboration and years of experience were significant
predictors, workplace characteristics were not significant predictors of depersonalization and
reduced personal accomplishment.
The findings from research question three demonstrate alignment with the job-demands
resource model, which argues that when job resources exceed job demands, individuals are more
susceptible to burnout. For example, research question two demonstrates a statistically
significant relationship between emotional exhaustion and collaboration. When workplace
demands were introduced in research question three, the relationship between emotional
exhaustion and collaboration was no longer statistically significant. This implies that while the
collaboration dimension of PLCs predicts burnout, workplace demands can counter the effects of
collaboration on emotional exhaustion weaker than research question two. Although this
relationship was statistically significant, the unstandardized beta value indicated a weaker
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relationship when workplace demands played a role in schools. This indicates that the
relationship between PLCs and burnout is sensitive to the inclusion of variables representing
workplace demands.
The t-tests in Appendix C demonstrate that PLCs are significantly related to the
workplace characteristics examined in this study. Although dimensions of PLCs can predict
different dimensions of burnout, the effects of PLCs could be countered by workplace demands
at the school level. While this study demonstrated that PLCs are predictive of career burnout, in
instances where workplace demands are evident, the relationship between different dimensions
of PLCs and burnout appears to be weakened.
Implications
I concluded that school-level professional learning communities were predictive of
reported burnout levels among educators in New York State. Educators that reported higher
levels of professional learning communities were associated with lower levels of career burnout.
This supports the idea that well established professional learning communities at the school level
have the potential to mitigate burnout among educators. Therefore, it can be implied that schoollevel PLCs may serve as job resources among educators, potentially mitigating the effect of
burnout. Teachers that participate in a PLC engage in ongoing professional learning and are
more involved in the school community. Their participation in PLCs is associated with lower
levels of burnout.
When examining the correlates of each dimension of career burnout, workplace
characteristics had the strongest relationship to the emotional exhaustion component of burnout.
This meant that teachers reporting higher levels of emotional exhaustion also reported higher
levels of student misbehaviors, lack of parental support, and increased levels of routine duties
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and paperwork. The relationship between emotional exhaustion and workplace characteristics
suggests that certain characteristics, such as student misbehavior and lack of parental support,
could be considered workplace demands. These demands that teachers experience puts them at a
risk of experiencing burnout, specifically emotional exhaustion.
Teachers that had higher levels of collaboration, shared leadership and vision, and
supportive structures within their schools tended to feel less emotionally exhausted and drained
from the workday. The collaboration dimension of PLCs was strongly correlated to each
dimension of burnout. This reinforces the notion that PLCs, specifically collaborative structures,
serve as job resources among educators. These dimensions of PLCs potentially provide job
resources for educators and, as a result, teachers may feel more equipped to handle students’
academic and emotional needs. Given the potential of professional learning communities to act
as resources for teachers, school leaders should be focused on establishing professional learning
communities in their school buildings.
School-level PLCs and workplace characteristics had a significant impact on career
burnout. Teachers that reported student misbehavior, lack of parental support, and routine job
duties were associated with higher levels of career burnout. These workplace characteristics,
which could be considered workplace demands, demonstrate that increased demands are
associated with higher levels of career burnout. Given this information, school leaders should be
mindful of the possible demands that could be placed on teachers. Keeping this in mind, teachers
should consider how PLCs are implemented to counter the effects of these demands.
The T-tests in Appendix C demonstrate that PLCs are significantly related to the
workplace characteristics examined in this study, which suggests that workplace characteristics
are a critical component of successful PLCs. Not only does this correlation make it more
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challenging to account for the variation in burnout, but it also suggests that specific workplace
characteristics could make PLCs more successful. It also suggests that schools with more
favorable working conditions could make it easier for school leaders to implement PLCs.
The data gathered in this study provides insight into resources that can be provided to
educators in school buildings and the potential of these resources to counter the effects of
burnout. Given that it is important to retain effective teachers, district leaders should continue to
find ways to provide opportunities for teachers to participate in professional learning
communities.
Future Research
Although this project provides insight into the relationship between professional learning
communities and teacher burnout, further research is needed. It would be beneficial to carry out
this study with a larger sample of teachers to further reinforce the extent to which professional
learning communities can predict burnout and if these results are similar to the findings of this
study. Expanding the sample size to teachers outside of the New York State area would provide
further insight into the validity of these results.
Further research could examine additional workplace factors, which may include Title I
status and school size. Examining additional factors could provide insight as to which factors
play a significant role in career burnout. This would provide insight as to whether these factors
affect the depersonalization and reduced personal accomplishment components of burnout.
While I used quantitative methods, future research should incorporate qualitative research
regarding teacher perceptions of school-level professional learning communities and how
participation in these PLCs influences levels of burnout.
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Educators face many daily demands. So, school leaders should examine ways to cultivate
professional learning communities in their schools. Promoting effective PLCs creates a positive
school culture conducive to teaching and learning and has the potential to mitigate burnout
among educators. Professional learning communities may serve as job resources and, as a result,
may cultivate lower levels of burnout among educators.
Limitations
The sample size of this study only included teachers that teach in schools located in New
York State. Since the results of the study draw on data from a specific geographic location, the
results of the study may not be generalized across an entire population.
Additional limitations include non-response bias, which can occur when participants that
choose not to take part in the study are different from the sampling of participants that choose to
participate. For example, teachers that had lower levels of burnout may have had more positive
feelings regarding the work environment and be more motivated to complete a survey sent out by
their principals. These teachers are more likely to be more involved with building level
professional learning communities in their schools. Teachers with higher feelings of burnout may
have more negative perceptions of the work environment and their administration and be less
likely to take the survey. Therefore, it is possible that teachers with lower levels of burnout were
more likely to take the survey, and teachers experiencing higher levels of burnout were more
likely to disregard the survey sent by their building leaders. Given that the response rate was less
than 10 percent, it is likely that the results from this study do not generalize the feelings of the
population of teachers across New York State. Therefore, more research is needed in this area.
Given that the response rate was less than 10 percent, it is possible that the results from
this study do not generalize the feelings of the population of teachers across New York State.
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Therefore, more quantitative research surrounding PLCs and burnout is needed in this area.
Additionally, since this study incorporated quantitative methods to answer the study’s research
question, it would have been beneficial to incorporate qualitative measures to further examine
teacher perceptions of professional learning communities and burnout.
Conclusion
This study examined the relationship between professional learning communities and
career burnout. As an exploratory study, this research established the foundation for future
research on the relationship between professional learning communities, career burnout, and
workplace characteristics. In summary, the evidence from this current study demonstrates a
statistically significant relationship between professional learning communities, career burnout,
and workplace characteristics.
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APPENDIX A: PROFESSIONAL LEARNING COMMUNITIES ASSESSMENTREVISED
Professional Learning Communities
Assessment Revised (PLCA-R)
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49

Count

Mean

235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235
235

2.38
2.71
2.55
2.70
2.51
2.59
2.51
2.56
2.59
2.42
2.97
2.61
2.65
2.69
2.69
2.54
2.77
2.74
2.64
2.70
2.83
2.90
2.86
2.61
2.75
2.77
2.68
2.91
2.70
2.74
2.40
2.39
2.88
2.65
2.71
2.67
2.36
3.14
2.83
2.74
2.60
2.69
2.49
2.44
2.69
2.88
2.72
2.82
2.82

95

Standard
Deviation
0.74
0.78
0.73
0.82
0.74
0.77
0.83
0.79
0.78
0.75
0.59
0.68
0.70
0.71
0.71
0.71
0.75
0.75
0.70
0.67
0.64
0.67
0.69
0.71
0.70
0.79
0.67
0.64
0.73
0.73
0.83
0.77
0.65
0.71
0.69
0.70
0.77
0.70
0.75
0.87
0.80
0.73
0.86
0.83
0.72
0.73
0.70
0.85
0.75

Min.

Max

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4

Professional Learning Communities
Assessment Revised (PLCA-R)
50
51
52

Count

Mean

235
235
235

2.63
2.60
2.45
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Standard
Deviation
0.77
0.86
0.77

Min.

Max

1
1
1

4
4
4

APPENDIX B: MASLACH BURNOUT INVENTORY- EDUCATORS SURVEY
Maslach Burnout Inventory Educators
Survey (MBI-ES)
EE1

Count

Mean

Min.

Max

5.21

Standard
Deviation
1.75

235

1

7

EE2

235

5.47

1.59

1

7

EE3

235

5.05

1.89

1

7

EE6

235

3.17

2.10

1

7

EE8

235

4.79

2.02

1

7

EE13

235

4.65

1.92

1

7

EE14

235

4.91

1.95

1

7

EE16

235

2.54

1.80

1

7

EE20

235

3.48

2.24

1

7

DP5

235

1.67

1.32

1

7

DP10

235

2.75

1.94

1

7

DP11

235

3.21

2.21

1

7

DP15

235

1.49

1.27

1

7

DP22

235

2.46

1.77

1

7

PA4

235

1.72

1.16

1

7

PA7

235

1.87

1.17

1

7

PA9

235

2.13

1.37

1

7

PA12

235

3.55

1.85

1

7

PA17

235

2.03

1.38

1

7

PA18

235

2.60

1.51

1

7

PA19

235

2.37

1.40

1

7

PA21

235

2.10

1.19

1

7
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APPENDIX C: T Test
The coefficients in the table below demonstrate the unstandardized beta coefficient for
each of the listed variables. Each participant stated the extent to which they agreed or disagreed
with each statement. I recoded the responses into binary variables, which described whether
participants agreed or disagreed with the statements below.
Variable
Shared Leadership
The level of student
-.28*
misbehavior (such as noise,
horseplay or fighting in
halls, cafeteria or student
lounge) in school interferes
with my teaching.
I receive a great deal of
.31*
support from parents I do
the work for.
Necessary materials such as
.34*
textbooks, supplies, and
copy machines are available
as needed by the staff.
Routine duties and
-.57***
paperwork interfere with my
job of teaching.
* p<0.05; ** p<0.01; *** p<0.001

98

Collaboration
-.085

Supportive Structures
-.46***

.30*

.38**

.04

.72***

-.27*

-.51***

APPENDIX D: IRB

01/27/2022
Sabrina Caminero
Seton Hall University
Re: Study ID# 2022-287
Dear Sabrina,
The Research Ethics Committee of the Seton Hall University Institutional Review Board
reviewed and approved your research proposal entitled “Examining the Link Between
Professional Learning Communities and Teacher Burnout” as resubmitted. This memo serves as
official notice of the aforementioned study’s approval as exempt. Enclosed for your records are
the stamped original Consent Form and recruitment flyer. You can make copies of these forms
for your use.
The Institutional Review Board approval of your research is valid for a one-year period from the
date of this letter. During this time, any changes to the research protocol, informed consent form
or study team must be reviewed and approved by the IRB prior to their implementation.
You will receive a communication from the Institutional Review Board at least 1 month prior to
your expiration date requesting that you submit an Annual Progress Report to keep the study
active, or a Final Review of Human Subjects Research form to close the study. In all future
correspondence with the Institutional Review Board, please reference the ID# listed above.
Thank you for your cooperation.

Office of the Institutional Review Board
Presidents Hall 400 South Orange Avenue South Orange, New Jersey 07079 Tel: 973.275.4654 Fax 973.275.2978
www.shu.edu
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